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ABSTRACT
This phenomenological study explored the experiences of self-efficacy development of three
nonnative Spanish foreign language teachers who teach in north Georgia. All three participants
taught at different schools and all had a minimum of 10 years teaching experience. I used
interviews as my form of inquiry. Each participant participated in one in-depth interview. For
clarification, a follow-up interview was also conducted with one of the participants. As a
beginning researcher, I incorporated the Interview Protocol Refinement framework (CastilloMontoya, 2016) in order to guide the development of my interview protocol. The theoretical
framework for this study was self-efficacy theory (Bandura, 1977a, 1977b, 1993, 1997). The
findings from this study revealed six experiences related to positive self-efficacy development
and three experiences related to negative self-efficacy development. The six findings of positive
influences of self-efficacy that emerged are: collaboration, purposeful practice, honesty with self,
embracing lifelong learning, student success stories, and teacher empowerment and professional
learning opportunities. The three findings cited as negatively influencing self-efficacy
development are: teaching native speaker classes, negative perceptions of others, and being
asked to serve as a translator. The findings of this study provide insight for school administrators

and future nonnative Spanish foreign language teachers. This study hopes to support and
encourage potential nonnative Spanish foreign language teachers to thrive as teachers who teach
a language that is not one’s native language. Nonnative foreign language teachers serve as
models of the possibilities and rewards of language learning.
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CHAPTER 1
WHEN “I THINK I COULD” BECOMES “I THINK I CAN”
Teaching is a profession that has its own set of unique challenges. The level of
expectations of teachers, as well as the expansion of teacher duties (Flores, 2020), continues to
grow and gain specificity. Teachers are continually called upon to implement new programs,
curricula, rules, and policies in order to stay current with society, technology, and information
management systems (Schliecher, 2012). Teachers must be flexible and resilient as “teachers’
work and lives are challenged in contexts marked by contradictory trends, particularly in times of
austerity and intense school reform” (Flores, 2020, p. 219). Being able to embrace change and
growth is essential to weathering the profession. These professionals, to keep up with current
trends, must continually learn and grow through many forms of professional development
(Schereens, 2010). Along the way, through their experiences, a teacher is developing their
professional self-efficacy.
Teachers develop their professional self-efficacy as they carry out the many duties,
implement policies, and successfully juggle their various tasks (Bandura, 1997; de Oliviera
Fernandez et al., 2016). Experiences of observation, perceived treatment by others, and the climate
of the workplace can also influence a teacher’s self-efficacy. Teachers can develop strong selfefficacy as their confidence grows or they can experience a decline in self-efficacy if they have
negative pivotal experiences (Bandura, 1997b). Each day provides opportunities for teachers to
gain confidence as well as challenge their competency and ability to be effective.
Influence, Experience, and Decision-making
How teachers develop their confidence in their careers is not only a result of their experiences
within the school. Social and personal interactions, personality, and environment are all
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influential in our decision-making (de Oliveira Fernandez, et al., 2016). Experiences outside of
the classroom influence how teachers approach their role as teachers. Family, childhood,
religious experiences, socio-economic status, community, sexual orientation, self-esteem,
education, and past school experiences all impact how teachers view their professional role
(Banks, 2014; Smith-Justice, 2017). These factors contribute to how individuals view success,
failure, setbacks, and challenges. Over time, these societal, social, occupational, and personal
experiences all contribute to the development of an individual’s self-efficacy (de Oliviera
Fernandez et al., 2016). In particular, there are professional pivotal experiences that can have an
impact on the professional self-efficacy development of teachers. These pivotal experiences are
at the heart of my research project.
Why Self-efficacy is Important for Teachers
Efficacy expectation is the conviction that one can successfully execute the behavior
required to produce outcomes. Outcome and efficacy expectations are differentiated
because individuals can come to believe that a particular course of action will produce
certain outcomes, but question whether they can perform those actions. (Bandura, 1977b,
p. 79)
Outcome expectations as well as efficacy expectations are key indicators in teacher satisfaction,
teacher retention, teacher commitment and teacher burnout reduction (Alibakhshi et al, 2020).
Teaching is a profession that has a high attrition rate during the beginning years. Owens (2015)
reported that from the years 2010 to 2015, almost half of the teachers who enter the profession,
44%, have left. However, studies have found that teachers who perceive themselves as having a
high self-efficacy are far less likely to be affected by teacher dissatisfaction and burnout (Xiang
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et al., 2020), which are two key reasons teachers note for leaving the profession. When selfefficacy of teachers begins to form is during pre-service experiences (Dos Santos, 2021).
Teacher self-efficacy is a multi-faceted concept (Tschannen-Moran & Hoy, 2001).
Factors that influence teacher self-efficacy are commonly grouped into two categories: teacherrelated factors and school-related factors. Teacher related factors that can influence teacher selfefficacy include professional development (Swars & McMunn-Dooley, 2010), pre-service
experiences (Wolfolk-Hoy & Spero, 2005), classroom management (Ashton & Webb, 1986;
Gibson & Dembo, 1984), teacher level of experience (Dos Santos, 2021), motivation (de
Oliveira Fernandez et al., 2016), and student performance achievement (Bandura 1986, 1993;
Perera et al., 2018; Ross, 1992). School related factors that influence teacher self-efficacy
include principal leadership (Bandura, 1993), positive attitudes toward their school and
profession (Miskel et al., 1983), and professional learning communities (Zheng et al., 2021).
There is a link between teacher self-efficacy and teacher effectiveness (Klassen & Chiu,
2011). This interconnectedness can also positively affect facets of the development of
pedagogical beliefs of teachers as they learn and grow as professionals (Tschannen-Moran, Hoy
& Hoy, 1998). Teachers who view themselves as self-efficacious are more likely to believe in
their students and their ability to achieve (Gibson & Dembo, 1984). These teachers will also
have a more positive view of themselves in relation to their capabilities. Teachers who are
efficacious are more willing to try new things (Pearman et al., 2021). Teacher self-efficacy is
also related to job satisfaction. In a study of teachers from several countries, including the United
States, there was a significant link between teacher self-efficacy and job satisfaction (Kasalak &
Daǧyar, 2020).
Statement of the Problem
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The state of Georgia suffers from a shortage of teachers, especially in the field of foreign
language (Swanson, 2008). In 2010, a study by Swanson found that teacher self-efficacy could
be a key factor for specifically foreign language (FL) teachers staying in the profession. “As
preservice and novice FL teachers begin to feel more and more efficacious in different areas of
FL teaching, teacher attrition may decrease and more well-prepared FL educators will remain in
the profession” (p. 318). Though the study mentioned efficacy as an important contributing
factor for language teachers to stay in the profession, the study noted that it did not research what
are some specific contributing factors that positively affect teacher self-efficacy. Furthermore,
the study did not delineate between participants who were native speakers and those who were
nonnative speakers. Though this study did delineate between novice and experienced teachers,
the study did not seek to uncover some of the ways experienced FL teachers build self-efficacy.
Two other studies used self-efficacy instruments (Swanson, 2010; Swanson & Huff,
2010) to study perceptions of self-efficacy of FL teachers in the United States. Both studies used
the Teacher Sense of Efficacy Scale (TSES; Tschannen-Moran & Woolfolk-Hoy, 2001) and the
Foreign Language Teacher Efficacy Scale (FLTES; Swanson, 2010). The studies noted that
novice teachers who perceive themselves as having a high sense of self-efficacy are more likely
to continue in the teaching profession than those who have a low perception of self-efficacy
(Swanson, 2010; Swanson & Huff, 2010). In a later study, Swanson (2012) researched FL
teacher self-efficacy among teachers in the United States and Canada. Swanson used two
different instruments to measure and study FL teacher self-efficacy, the Teacher Sense of
Efficacy Scale (TSES) and the Second/Foreign Language Teacher Efficacy Scale (S/FLTES;
Swanson, 2012). In this study, Swanson found that teacher certification paths are a key factor in
relation to FL teacher attrition during the first few years. The study found that teachers who gain
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certification through alternative paths can often lack classroom management skills as well as
knowledge of the culture being studied. These deficits can often lead novice teachers to have
experiences that can negatively influence their self-efficacy. Though these studies contributed to
the literature of FL teachers noting how self-efficacy perception can be a contributing factor for
staying in the profession, the studies did not specifically delineate between self-efficacy
development of native versus nonnative FL teachers.
Self-efficacy of FL teachers cannot be painted with a broad brush (Smith-Justice, 2017).
There is a difference between the self-efficacy perceptions of native FL teachers and nonnative
FL teachers. Smith-Justice (2017) studied self-efficacy perceptions of FL teachers and found that
native FL teachers had a stronger sense of self-efficacy in behavioral management, cultural
knowledge, content knowledge, and role as a facilitator. Nonnative FL teachers rated their selfefficacy higher than native FL teachers in only one category, delivery of instruction. Given the
differences in self-efficacy perceptions, there is a need to look at how nonnative FL teachers
describe the experiences that have shaped their self-efficacy development.
The state of Georgia does present unique struggles for FL teachers. In the state of
Georgia, the challenge for Spanish FL teachers can be two-fold. First, Georgia has had a steady
rise in the number of heritage Spanish speaking students. This has created a need for additional
ESL teachers. These positions, along with FL teachers, are difficult to fill (Swanson, 2010).
Sometimes, due to a shortage of ESL teachers, Spanish students are placed in introductory
Spanish classes. This can sometimes lead to a challenging classroom environment for both
students and teachers where some of the students are Spanish speakers and some are truly
introductory Spanish language students (National Center for Education Statistics, 2000;
Swanson, 2010). Swanson (2010) also concluded that FL teachers in Georgia, particularly
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Spanish teachers, struggle with students in introductory level courses. He noted that “problems in
maintaining the continuity of instruction may have been due to the respondents lacking the skills
to differentiate instruction in order to engage the fluent Spanish speakers” (p. 317). Though the
speculative remark relating to presence of native speakers being in introductory classes was
inconclusive as to the specific challenges related to Spanish FL teachers, these are troubling
findings given the potential and possible correlation.
The aforementioned studies addressed teacher attrition and how FL teachers perceive
their self-efficacy. However, little research has been done to dig deeper into what specific
experiences helped to shape the self-efficacy of experienced FL teachers. That is where this
study will contribute to the literature. There is a link between foreign language teacher attrition
and perceptions of low self-efficacy (Swanson, 2010; Swanson & Huff, 2010). There is a need to
dig deeper into how teachers who have chosen to stay in the profession have experienced their
self-efficacy growth. Additionally, given the importance of self-efficacy in the lives of FL
teachers (Swanson, 2010), specifically the struggles with self-efficacy of nonnative FL teachers
(Smith-Justice, 2017), this dissertation will expand the literature through exploring the
experiences of nonnative Spanish FL teachers as they describe how their self-efficacy has
evolved.
My Personal Justification
I am a nonnative Spanish FL teacher in the state of Georgia. As I reflect on my teaching
career as a Spanish FL teacher, I recognize some common threads in my professional
experiences that have stayed with me over the years. Many issues have influenced my selfefficacy and teacher perception including administrative treatment, personal goals, student
achievement, and school climate. However, one particular issue that has always been influential
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for me is the issue of being a nonnative FL teacher. I have had some positive experiences as well
as some negative experiences in relation to this facet of my professional identity.
Influential Experiences
How does a girl from Lula, Georgia, a small rural town in north Georgia, decide to
become a Spanish teacher? Reflecting on my professional journey, positive experiences with
language classes, model language teachers who were not native speakers and a mother who was
a teacher all played a part in my decision to be a language teacher. In addition to reflecting on
my decision to become a language teacher, my 20 years of teaching have provided both positive
and negative experiences. I will share some of the barriers and successes that I have experienced
along the way.
From the time I was a girl in elementary school, I knew that I wanted to be a teacher. My
early memories of going to my mother’s school for teacher workdays were fun and inspirational.
Not only do I have fond memories of my mother’s school, I enjoyed school from the first day I
attended. As a teenager, I did become a bit bored and tired of school every day, however overall,
I do not have unpleasant memories of my experiences. My positive experiences as a child, as
well as the experiences of having a teacher as my mother influenced my decision to become a
teacher. From an early age I was drawn to teaching. As I entered high school, I knew that I
wanted to teach at the secondary level, but it was not until college that I decided what content
area I wanted to teach.
When time came to think about what I wanted to teach, I made my decision based on the
classes I was most successful in during high school. I was an excellent French student, receiving
the overall award for the class. When I coupled that with the affirmation from my mother that
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there was a shortage of qualified language teachers, I decided that I would like to be a French
teacher.
During my first year of college, due to scheduling limitations, I signed up to take a
Spanish class. The first college I attended was a smaller college near my house. This college did
not have a wide variety of courses offered. Though French was offered, the courses in French
were sparse. Spanish was offered more than French was. I was advised that I would need to take
two Spanish courses to fulfill my credit requirements, so I signed up for the split-session summer
course. This summer course changed my career track.
My professor for the split-session summer course was a nonnative language teacher. He
was a remarkable Spanish teacher. He loved the language. His wife was from Mexico. He told of
personal experiences traveling to Mexico with her. He also shared many stories of his languagelearning journey. Though I never explicitly made it known, I found his stories inspirational and
full of personal hope for me. Not to sound cliché, I was truly inspired by his openness, positive
attitude towards learning a second language, and his sincere confidence that his students were
going to become fluent Spanish speakers. During this summer session, I fell in love with Spanish
language and culture. In my mind, there was no question. I was going to learn Spanish. I, like my
professor, was going to give hope and inspire others to learn Spanish.
I found my experiences in both my French courses in high school and my initial Spanish
courses inspirational. In both experiences, my teachers were not native language speakers of the
target language. Looking back, I was inspired to have teachers who learned the language like me.
Though I had both native and nonnative language teachers in college, I was most inspired by my
adviser. As a Spanish language professor, she fostered a learning environment of high
expectation, love of learning, and meaningful feedback. One of my most vivid memories at

16

North Georgia College was when I found out that I passed the TCT in Spanish, the content test
that all teachers were required to pass in order to be certified. The test was considered very
difficult. The pass rate for first-time takers was quite low. When I got the results (the oldfashioned way-through the mail), I was ecstatic. The next day, I can remember running up two
flights of stairs and happily finding her sitting at her desk. I waved the paper in the air and
exclaimed to her, “I passed the first time! I am going to be a Spanish teacher!” She jumped up
and hugged me. She had the biggest smile on her face. She said that I was her pride and joy. I
was happy to share my good news with her. She found pride in her students’ success, in my
success. She should; she was an excellent Spanish professor.
Student Teaching
Overall, I consider my student teaching a positive experience. Few moments truly stand
out for me, and this is probably a good thing. My supervising teacher was a nonnative Spanish
FL teacher. However, interestingly, Greek was her native language. She married a man who
spoke Spanish as his native language. She shared with me one of her experiences of the first
years of teaching. She taught at an elementary school through an immersion program with
several other Spanish teachers. One particular teacher was a native Spanish speaker. Mrs. Chávez
recalled an incident when her department was sending a card to a fellow Spanish teacher. All of
the Spanish teachers signed the card. The native Spanish teacher came to her and told her that her
Spanish was incorrect. She explained that she had even asked her husband about what she had
written, it being an expression she did not typically use in her instruction. Nonetheless, it was
something minor. I was shocked; however, I remember this story not as a story of
discouragement, but as a story of inspiration. When others are open and willing to share personal
stories of both successes and barriers, it is enlightening for others. Teaching, like all professions,
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has highs and lows. Though it is inspiring to read the anecdotal stories of how teachers have
made positive impacts on the lives of students, as well as other inspirational stories, it is also
inspiring to hear about barriers that teachers have faced. In this case the teacher shared with me
that she went home, discussed the issue with her husband. He explained that actually both were
correct. He encouraged her not to get discouraged and to continue to keep a positive attitude. I
have faced similar experiences and I know that I am not alone in some of the barriers that I have
faced.
I Finally Have a Job
After my student teaching, I applied for a couple of teaching positions. I took a job
teaching Spanish immersion classes at an elementary school. The faculty of the school was
supportive of the immersion program, however, I wanted to teach high school. I did my student
teaching in high school, and this is the level that I preferred to teach. I was fortunate to be
offered a position to teach high school the following year.
I have been a high school Spanish teacher for 25 years. Overall, I consider myself
fortunate to have been able to teach at such a wonderful school with so many dedicated
professionals. However, as I reflect on my years of teaching, I can think of a few successes as
well as barriers to my profession as it relates to me being a nonnative language teacher. I will
share a few of these experiences.
Every Job Will Have Obstacles
It is naïve to think that any profession will be without barriers or challenges. I knew that
teaching could be a tough profession. In college, my education courses reminded me that
teaching has a high rate of individuals who leave the profession within the first few years.
Throughout my years of teaching, I have known teachers who begin teaching only to leave the
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profession after a period of a few years. Research related to reasons for teachers leaving the
profession cited issues of lack of support from administration, difficulty with student behavior,
lack of support, as well as financial concerns as reasons for leaving (Carver-Thomas & DarlingHammond, 2019). Though I can share with many beginning teachers some of the issues of
struggle with classroom management and learning a new administration and school policies, I
also faced some obstacles related to being a nonnative language teacher. I will share three
primary obstacles that I have faced. One obstacle is lack of acceptance of faculty in my use of
Spanish as a nonnative speaker. Another obstacle is lack of confidence on the part of the
administration in my ability to teach the upper-level Spanish courses. Finally, I have faced
challenges related to community perception of me as a nonnative language teacher.
I love the Spanish language and I know that it is important that I try to practice my
Spanish when I have the opportunity. I teach with three Spanish teachers. Two are native
Spanish teachers and one is a native speaker of a language similar to Spanish. From time to time,
the native speakers speak Spanish in the hall or in the office. I have never witnessed anyone say
a word other than comments such as “I wish I could speak another language like that.” Oddly
however, one of the few times that I was speaking Spanish with a Spanish teacher before a
meeting, another teacher commented that she felt like we were talking about her because we
were speaking Spanish. We relayed that we were not talking about her. After that incident, I have
been hesitant to speak Spanish with my fellow Spanish teachers. When I asked the native
speaking Spanish teachers if they had ever had an experience like that while speaking to one
another in Spanish, they responded that they had not. In fact, they noted that students and faculty
members alike have always made positive comments. They have never experienced someone
adversely commenting or reacting to the use of Spanish in speaking as opposed to English. I feel

19

like there is a different standard for Spanish speakers. If Spanish is your native language, you can
speak it wherever you would like. If it is not your native language, you are only speaking it to
keep others from understanding what you are saying.
Another obstacle that I have faced in relation to my profession and me being a nonnative
Spanish teacher is the lack of confidence of the administration in my ability to teach the upperlevels. When I first accepted the position at my high school, there were only two Spanish
teachers, and we were both nonnative speakers. Therefore, due to the other teacher only having a
provisional certificate, I was given the two upper-level language classes to teach. I really enjoyed
teaching the upper-level courses. The students were able to perform at such a high level with the
language. Though I enjoy teaching beginning levels of Spanish, I also enjoyed teaching the
upper-levels. However, this all changed when our school hired another teacher who is a native
speaker of a language very similar to Spanish. Though she was not technically a native Spanish
teacher, she was viewed as a native speaker due to both her language knowledge and accent. The
students viewed her as a native speaker as did the administration. She self-professed that she
preferred Spanish to English due to her familiarity with the language.
Not long after she began working at my school, our school decided to begin the
International Baccalaureate (IB) program, an international education program where students can
complete specific coursework and earn a special IB diploma. Many universities recognize the
diploma and students can earn college credit if they score well enough on their IB exams. This is
a prestigious program. I was upset when the administration asked her to go to the training to
teach the courses instead of me. I had taught the upper-level classes for years. When the
administration asked her to teach the curriculum, I was deeply hurt. Looking back, I can
remember a few times when someone would comment that of course she taught the IB class, as
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she was a native speaker. The lack of confidence from the administration to ask me to consider
the IB position affected my professional self-efficacy. I began to see myself as unable or
unqualified to teach advanced Spanish. I began to question my own abilities and teaching
capabilities.
For this reason, I can remember my hesitation when the IB coordinator asked me if I
would consider teaching IB also. There were two classes of IB students. The current language
teacher in the program found out after teaching the program that it was quite stressful. Anytime a
course is tied to an assessment at the end, as is the case with IB courses, there is an added layer
of stress. She complained that she could not possibly teach two classes of IB and begged the
program coordinator to have me teach one of the courses. She was successful in teaching the
courses, as her pass rate was 100%. I had a very different feeling towards teaching the program
from the beginning when the program came to our school. Now, I was terrified that I would not
be able to prepare the students adequately for the exam. My self-efficacy as a teacher was
affected when I was passed over for the position. Reluctantly, I accepted the IB class. I was quite
surprised when 100% of the students passed the exam. Of the last eight years, I have taught IB
classes and 100% of the students have passed the exam. I am glad that I decided to accept
teaching the courses. The success of my students has improved my self-efficacy.
Another barrier to being a nonnative language teacher can be the community perception
of native versus nonnative language teachers. I have had parents ask me, “Do you think that my
child will do well in the next sequence of Spanish. The other teacher is a native speaker?”
Though there are many teachers who have reputations of being hard, easy, strict, or terrible, there
are those who perceive the native language teacher to teach a different type of course due to her
being a native speaker. Additionally, when the students do go on to perform well, parents will
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inform me, with much surprise, that their student is doing well in the sequential class. Some
people of the community perceive that the native language teacher will somehow be a more
thorough and in-depth teacher than I am. Though this is a sentiment that has waned with time, it
still becomes an issue from time to time.
Finally, another example of the community perception as a barrier is the general
perception of others that, as a Spanish teacher, I do not, in actuality, speak Spanish. I am called
to the office from time to time to translate. One time, I was called to the office to answer a phone
call. The person on the phone only spoke Spanish. One of my fellow teachers listened to the
conversation. After the conversation, she commented how she was so surprised and wanted to
know how I learned to do that. I was polite and responded that I learned it in college, and I
practice a lot. It is still surprising when others hear me speak the language that I teach. Though
this was not necessarily a negative moment, it does provide another example of how others
perceive nonnative language teachers in relation to language proficiency.
Successes
I am also fortunate to share some successes of my professional journey. For me, success
in my professional journey related to my identity as a nonnative language teacher primarily
relates to student achievement. I have never really reflected on what things have positively
influenced my self-efficacy as a professional. As I reflect, student achievement and experiences
are where I find my success.
A highpoint in my professional life is always when students return to share stories of
success and achievement in Spanish. When students contact me to tell me that they are minoring
in Spanish, I am always overjoyed. I have a student who is now a Spanish teacher herself. This is
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inspiring also. When students contact me to tell me success stories of Spanish in their lives after
high school, it is always rewarding.
Along the same lines, when students are successful in my class, I feel rewarded. When
students do well on a test, I feel rewarded. I still teach the IB course. I still have a 100% pass
rate. This statistic affects my self-efficacy. I feel accomplished when my students are
accomplished. I think that sometimes, I rely too much on student data. This is not the only
measure of teacher success. However, I have always felt that as a language teacher, I have to
prove myself. Currently, I share a 100% pass rate on the exam with a fellow native speaking
teacher. No other IB content area has such a successful rate. Though a 100% pass rate on any test
is quite rare, I feel a tremendous amount of pressure to maintain this in order to validate my
competency as a Spanish teacher. I have asked other IB teachers if they feel pressure with their
test scores. Most teachers share with me the sentiment that they work towards students passing
the test. However, there is not a large amount of personal and validating pressure related to
professional competency. I still love to hear about student achievement and success.
One specific experience of success related to student achievement occurred in the spring
of 2019. We agreed as a department to have students in my IB class take a test for Bilingual
Literacy that is offered by the state. Though I know what the test covers, I was still hesitant to
have students take the test. After a meeting at the central office years ago, decision-makers in the
county determined that students who take the particular IB class that I offer (it is offered in two
other schools) could not possibly pass the test. As it turns out, I recommended four students to
take the test. Two students passed. At my school, we had never before had nonnative Spanish
students take the test and pass it. My department head could not believe that the students passed.
To be honest, I was surprised also. However, upon learning of the successes of my students, it
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really boosted my confidence in my teaching. I was so apprehensive about my students taking
the test. What if they do not pass? What if the students do not perform well? Instead of looking at
this as an opportunity for the students, I felt a large burden related to student performance.
I have been fortunate to receive the teacher of the year award for my school.
Additionally, a former principal used to select one faculty member to award special recognition
to each year and I was honored to receive this award also. However, when I think of my
professional accomplishments, these things are not what first come to mind. Before, I have never
really given much thought to where I find the most gratification in relation to my job. When I
consider where some of the roots of both success and pressures come from, I am cognizant of the
emphasis on test scores that is prevalent in the education system today. Perhaps this is where
some of my perception of self-efficacy comes from. However, even after twenty years of
teaching, I still feel an overarching need to continue to prove myself. I am not sure if other
nonnative language teachers feel this pressure, but for me it is something that continues to affect
me. My professional struggle with needing to prove myself as an effective language teacher is
part of the reason why this study is so important for me personally.
Purpose
The purpose of this study was to find out what experiences nonnative Spanish FL
teachers in north Georgia identify as influencing their professional self-efficacy development.
Professional self-efficacy has an important impact on teachers (Gibson & Dembo, 1984). Selfefficacy development is contextually individualized.
Thus, teachers who believe strongly in their instructional efficacy create mastery
experiences for their students. Those beset by self-doubts construct classroom
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environments that are likely to undermine students’ sense of efficacy and cognitive
development. (Bandura, 1993, p. 140)
In the classroom, professional teacher self-efficacy can impact teaching strategy and the
classroom environment (Bandura, 1977b). Teachers who have a high level of self-efficacy are
creative. They are willing to try new strategies in the classroom in order to foster learning for
their students.
In relation to their careers, efficacious teachers are more likely to stay in the profession.
There is a need to specifically look at the self-efficacy development of FL teachers given their
attrition rate. FL teachers have a higher attrition rate than other concentration areas in the states
of South Carolina and Georgia (Swanson, 2008). There is a need to attract and keep more FL
teachers. It is beneficial to learn how experienced nonnative FL teachers have developed their
professional self-efficacy in order to provide insight on how we can educate and support future
Spanish FL teachers.
Additionally, for many foreign language learners in the United States, high school is the
first exposure that students have to second-language learning (American Councils for
International Education, 2017). FL teachers in high school are tasked with providing robust
language instruction in order to support language learning and mastery for these learners in a
relatively short period of time. FL teachers can be both native and nonnative speakers of the
language. Nonnative FL teachers face unique challenges given that the medium of instruction is
also the content of the course. Veteran nonnative FL teachers have, over time, developed their
professional self-efficacy as teachers of a language that they themselves are continuously
learning. They facilitate second-language learning while they themselves are not native speakers
of the language of study. This unique positionality has benefits and challenges. Given the high
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attrition rate of FL teachers in Georgia and the benefits of high levels of self-efficacy for
teachers, the purpose of this study was to explore what experiences nonnative Spanish teachers
in north Georgia identify as influencing their self-efficacy development.
Research Question
My research question is:
What experiences do nonnative Spanish FL teachers in north Georgia identify as influencing
their professional self-efficacy?
Significance of Study
The significance of this study is two-fold. First, it gives a glimpse into a facet of second
language learning and how nonnative language teachers experience this milieu. As nonnative
Spanish FL teachers, you are a continual learner of the language while also serving in a position
of being considered the expert. Language is a current societal issue in the United States today.
Homes, schools, communities, and states vary in language diversity and willingness to embrace
language diversity. Teaching a foreign language in north Georgia, where 85% of the population
speaks only English, gives a unique multicultural opportunity for nonnative foreign language
teachers to be the model and motivator of second-language learning for their community. It also
puts a lot of pressure on FL teachers. FL teachers in geographical areas like north Georgia are
considered the second-language experts. The task of single handedly delivering a second
language to students and successfully turning out students who can fluently converse with the
rest of the Spanish speaking world is the expectation of parents and school leaders (Widdowson,
1994). It can be an inspiring role model to language students to have a nonnative Spanish FL
teacher switching languages fluently.
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This study is also significant because foreign language teachers face unique challenges
related to the value many place on second language learning (Smith-Justice, 2017). In Texas,
Willard (2011) studied novice foreign language teachers and found that the teachers felt
undervalued by their administration because their subject area was not looked at as a priority.
She also discussed how the foreign language teachers felt that they needed access to more
professional development opportunities that are tailored to the subject area that they teach. Given
some of the challenges that FL teachers may face, it is significant to investigate how experienced
foreign language teachers in north Georgia have experienced the development of their
professional self-efficacy as a nonnative Spanish FL teacher.
Given the issues associated with FL teachers, it is significant to take a closer look at how
these teachers view experiences that shaped their self-efficacy over time. Teachers who have a
strong sense of professional self-efficacy believe that they can make a difference in the lives of
their students, even the hardest to reach students (Gibson & Dembo, 1984). Teachers who
struggle with their professional self-efficacy are more likely to blame others or the environment
for lack of student achievement and are hesitant to believe that a teacher can do much to counter
these influences (Swanson, 2008). Students benefit when teachers are effective and supportive of
academic student growth for all students.
How This Study Fits in Curriculum Studies: It’s Complicated
This study engaged in a complicated conversation (Pinar, 2012) with nonnative FL
teachers in north Georgia in order to understand their professional self-efficacy development. In
a state with a high rate of language teachers who leave within the first five years of teaching,
44% (Stephens, Hall, McCampbell, 2015), it will be useful to gain insights from experienced
nonnative Spanish FL teachers. Peter Grimmett (2017) stated that “the idea of curriculum as a
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complicated conversation was introduced as a way of developing a deep understanding of the
complex issues that teachers face in today’s classrooms” (p. 68). This dissertation will illuminate
the complex world of teaching a foreign language that is not the teacher’s native language.
Spanish is a widely spoken language. Many Spanish FL teachers are native speakers. Still, many
are not native speakers. I recognize that, especially during the beginning years of teaching, being
a nonnative teacher can be challenging. This dissertation can offer hope and support for
nonnative FL teachers through listening to the collective voice of a group of teachers who have
surpassed the crucial beginning years of teaching.
Learning from Lived Experience
Curriculum theorist Madeleine Grumet discussed how lived experiences are also our
educational experiences. As Grumet (2015) stated, “[F]or the phenomenologist, knowledge of
the world requires knowledge of self as knower of the world” (p. 46). How do we gain
knowledge of the self? How does one make the link that experience is educational? Grumet
offered a view that links experience and education.
When I designate an experience as educational, I imply that its effect upon its subject
transcends the immediate encounter; its season passed a spore remains and grows roots in
the psyche, bringing in for new vegetation, nurtured by that singular, inimitable soil.
(Grumet, 2015, p. 44)
As we navigate through life, we learn from our experiences. We learn from our successes, our
failures, and how experiences make us feel. As Grumet (2015) noted, however, the learning from
experiences is not a single and immediate event.
van Manen (1997) discussed lived experience and the valuable place lived experience
research holds.
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It is the progress of humanizing human life and humanizing human institutions to help
human beings to become increasingly thoughtful and thus better prepared to act tactfully
in situations. In other words, sound human science research of the kind advocated in this
text, helps those who partake in it to produce action sensitive knowledge. (p. 21)
Researching lived experiences, according to van Manen, does not seek to constrict or manage
experiences. Instead, research into lived experiences recognizes the “freedom in human life”
(van Manen, 1997, p. 21) that gives validity and strength to the research of lived experiences. As
lived experiences are studied, understandings are uncovered through the research. Lived
experiences are not a methodology for generalizing, but rather a way of understanding the lived
experiences of the self and others. In relation to the study of the experiences of others, there are
no problems to be solved. Instead, there are understandings to reveal that can give insight into
what it is like to be a part of the group or a culture in regard to a related criteria or situation. The
research value is the knowledge and understanding that provide insight into the subject’s lived
experiences.
Experience as Currere
Another way that this study engages in a complicated conversation is the recognition of
complexity and ongoing nature of experience as it is intertwined with past, present, and future.
Pinar discussed this complexity as currere.
So curriculum reconceptualized is currere; it is not the course to be run, or the artifacts
employed in the running of the course; it is the running of the course. The course most
broadly is our lives, in schools and out, and the running, is our experience of our lives.
Because our lives tend to be progressive, we say that they evolve. This evolution is
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education; it is the synthesis of cognitive and psycho-social development. (Pinar, 2015b,
p. 24)
This study will rely on the “running of the course” of the participants. The individual accounts
will provide a rich description of personal accounts of self-efficacy. Teachers do not live in a
bubble. Factors such as personal experience, environment, self-image, and perception of past
experiences all affect self-efficacy over time.
Experience as Understanding
Finally, as Petra Hendry (2017) noted, the complicated conversation of Curriculum
Studies is not a means of finding answers, but instead a means of understanding an issue. Pinar
(2015a) explained this element of understanding of Curriculum Studies.
Indeed, currere emphasizes the everyday experience of the individual and his or her
capacity to learn from that experience, to reconstruct experience through thought and
dialogue to enable understanding. Such understanding, achieved through working
through History and lived experience, can help us reconstruct our own subjective and
social lives. (pp. 110-111)
Self-efficacy is a construct that may not be easily recognized in the present. However, it can,
through reflection, be identified. It affects how we perform and view our future (Bandura,
1977b). As this relates to my study, the participants identified experiences that have influenced
their self-efficacy over time. “In narrative thinking, interpretations of events can always be
otherwise” (Clandinin & Connelly, 2000, p. 31). In order to understand self-efficacy
development, this study recognizes the use of experience and how one understands their
experience in order to identify experiences that have influenced the self-efficacy of the
participants.
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Theoretical Framework
In order to study what experiences have influenced the professional self-efficacy, the
theoretical framework that I will use for this dissertation recognizes how self-efficacy influences
one’s actions and decision-making. From the time someone decides to teach a language that is
not their native language, there are experiences that influence future career decisions and future
career successes. The theoretical framework for this study is grounded in social cognitive theory
of Albert Bandura (1977a, 1977b, 1986, 1993, 1997). Bandura’s social cognitive theory is based
on the cognitive ability that people have to process, balance, and control behavior. A tenet of
Bandura’s social learning theory is self-efficacy. According to Bandura, self-efficacy is the
confidence that one has that one can successfully carry out a specific task. The higher the level of
self-efficacy of a person, the more confidence he or she will have in completing a task, and the
longer a person will stick with that task if it becomes challenging (Bandura, 1977a, 1977b).
When a person feels that they will be successful at a task, the confidence of the person is
increased. The effects of a positive self-efficacy are influential in not only a person’s personal
life, but in one’s professional life also. In relation to my study, considering a profession where
many elect to change careers after only a few years, it is important to study the experiences of
those who have chosen to stay in the profession.
Phenomenology Research
Phenomenology research methodology gives participants the opportunity to create and
share their meaning-making of the experiences of their lives through the sharing of their own
personal stories. Given the many variables that can influence, affect, and shape a teacher’s selfefficacy, phenomenology is a research methodology that can examine the lived experiences of
individuals in an effort to understand, from their viewpoint and description, the essence of a
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given experience (Ravitch & Carl, 2016). The emergent, subjective nature of phenomenology
recognizes that everyone has their own unique perception and subjectivity. Moustakas (1994)
defined the perception of phenomenology.
Phenomenology, step by step, attempts to eliminate everything that represents a
prejudgment, setting aside presuppositions, and reaching a transcendental state of
freshness and openness, a readiness to see in an unfettered way, not threatened by the
customs, beliefs, and prejudices of normal science, by the habits of the natural world or
by knowledge based on unreflected everyday experience. (p. 41)
Through sharing the stories of educators, we provide ways to better prepare for the future as we
work through some of the challenges facing education today (Clandinin & Connelly, 2000).
Experience is a continuum that is constantly changing who we are and how we see the world.
Thorne (2008) discussed how the telling of personal stories is an effective way to learn from the
experiences of others. The research knowledge gained from analyzing lived experiences opens
up new perspectives and ways of thinking as the experiences of others are shared and studied.
Merleau-Ponty (1945/2012) discussed the value that comes from learning from the experiences
and perceptive accounts of others as he explained the uniqueness of personal perception.
The perception of the world is nothing but an expansion of the field of my field of
presence, it does not transcend the essential structures of the field, and the body always
remains an agent in and never becomes an object of this field. (p. 317)
Phenomenology methodology gleans research knowledge as the perceptions of the participants
are expanded and reconstructed. For my study, the experiences of the nonnative FL Spanish
teachers illuminate how the participants perceive their self-efficacy in relation to their
profession.
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Chapter Conclusion
As important as it is to determine what a study is, it is equally important to delineate what
a study is not. This dissertation is not a self-awareness study seeking to bring about selfimprovement to the participants, even though that is a possible outcome. The focus of this study
is to shed light on some of the barriers and positive experiences nonnative Spanish teachers
identify as influencing their self-efficacy. Given the position of teaching a language, where the
language is both the subject and the medium of the course, there are unique challenges to the
nonnative FL teacher. This study engages in a complicated conversation (Grimmett, 2017) in
order to shed light on the experiences of FL teachers who teach a language that is not their native
language.
Chapter Organization
Chapter 1 of my dissertation provides an overview of my study along with the key
concepts and frameworks that I will use to guide my study. The chapter provides my purpose for
wanting to learn from the stories of nonnative Spanish teachers. Chapter 1 also provides my
personal justification for wanting to do this project. As a nonnative Spanish teacher myself, I
have had positive and negative experiences that have influenced my self-efficacy. This study
aimed to illuminate the professional self-efficacy development of other nonnative Spanish FL
teachers in north Georgia. Chapter 1 detailed the purpose, research questions, key concepts, and
statement of the problem for my study. It also discussed how this study fits in the field of
Curriculum Studies.
Chapter 2 includes a thorough review of the literature involving the themes surrounding
my study as well as the theoretical framework that will guide my research and data analysis. I
discuss the conceptual framework for my study grounded in Bandura’s (1977b) social cognitive
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theory of self-efficacy. I trace the historical roots of my theoretical framework. I discuss the
major themes of teacher self-efficacy, FL teacher preparation programs, and the perception of the
label nonnative in relation to language. I also discuss how the themes and the theoretical
framework are the foundation for the study. I discuss the justification for the theoretical
framework as well as the relationship between the themes and the theoretical framework.
Chapter 3 provides the justification for the methodology of phenomenology. It provides
an overview of the research methodology. The chapter discusses methods for conducting the
research: research protocol, participant selection, interview protocol, and data analysis. The
chapter discusses data collection, interpretation, analysis, and reporting.
Chapter 4 provides the data presentation and analysis of my study. This chapter discusses
the findings. The analysis of this study involved a cross-case analysis (Creswell, 2013). The
participants’ individual demographic description is discussed. Following the demographic
descriptions, I provide a detailed discussion of the thematic findings of the study using the data
from all of the participants. The findings include many rich participant quotes to support the
analysis.
Chapter 5 includes the discussion of the findings through the lens of my theoretical
framework. This chapter also includes how this study expands the field of Curriculum Studies.
This chapter refers to the literature review in an effort to shed light on the research question and
discuss implications of my findings for practice for future research. This chapter also discusses
some of the challenges of the study. The study concludes with suggestions for further research
related to Curriculum Studies, my chosen field of research.
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Definition of Key Terms
For the purpose of this study, the following key terms are defined.
AATSP: AATSP is the abbreviation for the organization American Association of Teachers of
Spanish and Portuguese.
FL: FL is the abbreviation for foreign language, it is a language that is not the common language
spoken in the country of the speaker.
bilingual: Bilingual refers to a person who speaks two languages fluently.
native speaker of a language: Native speaker of a language is a person who has spoken and been
exposed to a language from the time of being a child rather than learning it as a foreign
language later in life.
NS: NS is the abbreviation for a native speaker of a language.
NNS: NNS is the abbreviation for a nonnative speaker of a language.
EFL: EFL is the abbreviation for English as a foreign language, referring to learning English in a
country where English is a foreign language.
EI: EI is the abbreviation for Emotional Intelligence. This is the ability one has to manage, use
and control one’s emotions to relieve stress and communicate, and diffuse situations.
EL: EL is the abbreviation for an English learner.
ELL: ELL is the abbreviation for an English language learner.
ESL: ESL is the abbreviation for English as a second language.
ESOL: ESOL is the abbreviation for English Speakers of other languages.
FLTA: FLTA is the abbreviation for foreign language teacher anxiety, the level of anxiety felt by
teachers who teach a foreign language.
Heritage language: Heritage language is the language of a person who has had some degree of
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prior exposure to a language. Heritage language speakers may have varying levels of
proficiency and cultural knowledge in the language due to varying levels of exposure,
however at least one parent or guardian in the home should speak the language as their
native language.
L1: L1 Refers to a person’s first language or native language that they speak.
L2: L2 Refers to a person’s second language learned that they speak.
NEST: NEST is the abbreviation for a native English-speaking teacher.
NNES: NNES is the abbreviation for a nonnative English speaker.
NNEST: NNEST is the abbreviation for a nonnative English-speaking teacher.
Target language: Target language is the language of the source text.
TESOL: TESOL is the abbreviation for a teacher of English to speakers of other languages.
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CHAPTER 2:
“GOING LIVE,” PERFORMANCE, AND PERCEPTIONS
This dissertation is grounded in rich descriptions of teacher experience and the valuable
insights that can be learned from listening to teachers tell their stories of how their own
professional self-efficacy has evolved. Teaching is a personal and individualized endeavor. From
teacher preparation classes, the pre-service experience, on into the beginning years of teaching,
so much that a teacher experiences can affect their future years in the profession. What may be a
decidedly negative experience for one person may not have the same outcome for another. This,
according to self-efficacy theory, is due to each person’s past experiences and how they process
them. “Because people have met with different types and amounts of efficacy-altering
experiences, providing one new source of efficacy information would not be expected to affect
everyone uniformly” (Bandura, 1977a, p. 212). This is an especially important component of the
theory for my dissertation, given the high attrition rate of FL teachers (Swanson, 2012). Though
teachers complete college, earn certification, and gain employment, there are many experiences
that influence how a person feels about their career that can positively or negatively influence
their self-efficacy. It is important to explore how experienced nonnative FL teachers have
developed their professional self-efficacy over time.
How teachers perceive their self-efficacy is important. Teachers who perceive themselves
to be efficacious can be positively linked to increased student achievement (Gibson & Dembo,
1984; Ross, 1992), more effective classroom management (Ashton & Webb, 1986), and reduced
stress related to administration and parent relations (Parkay et al, 1988). In the case of FL
teachers, perceived language proficiency (Chacón, 2005) can be linked to a teacher’s perception
of self-efficacy. The more proficient a teacher feels in the target language, the higher the teacher
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rates their self-efficacy. How teachers perceive that their actions and teaching can affect the
learning of students can also be an indicator of teacher self-efficacy (Enderlin-Lampe, 2002). In
addition to the perceptions of student learning, environmental issues (Denham & Michael, 1981)
can also affect teacher self-efficacy. During the beginning years of teaching, self-efficacy plays a
significant role in the professional lives of teachers (Wyatt, 2018). How a particular experience
will affect one person may be different for one person than another. According to Bandura
(1977a, 1977b, 1997), in fact, similar experiences, depending on the participant, can have
varying levels of efficacy expectations. The heart of my study is found at the intersection of
where and how all of these different aspects and paths of self-efficacy experience meet. When
possible, I have endeavored to make connections between the different intersections. This
chapter will review the field of research regarding Bandura’s self-efficacy theory, teacher selfefficacy, FL teacher preparation programs, and nonnative FL teacher identity.
Bandura’s Social Cognitive Theory of Self-efficacy
Self-efficacy, a component of Albert Bandura’s social cognitive theory (1977a, 1977b,
1993, 1997), relates how one both views potential future success of given tasks as well as one’s
personal competency to carry out specific tasks based on prior knowledge, learning, and
experiences. In this description, Bandura defined how self-efficacy beliefs can affect a person’s
actions.
Perceived self-efficacy not only reduces anticipatory fears and inhibitions but, through
expectations of eventual success, it affects coping efforts once they are initiated. Efficacy
expectations determine how much effort people will expend, and how long they will
persist in the face of obstacles and aversive experiences. The stronger the efficacy or
mastery expectations, the more active the efforts. Those who persist in performing
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activities that are subjectively threatening but relatively safe objectively will gain
corrective experiences that further reinforce their sense of efficacy thereby eventually
eliminating their fears and defensive behavior. (Bandura, 1977b, p. 80)
The confidence one has in the success of completing a future task can be greatly either increased
or decreased when one’s self-efficacy is affected. Using the conceptual framework of selfefficacy in Bandura’s social cognitive theory, this study seeks to give others insight into the
experiences that have shaped the self-efficacy of experienced nonnative language teachers. In a
profession where the attrition rate is notable (Swanson, 2010), gleaning insight from the
experiences of professionals who have remained in the profession a number of years will add to
the limited body of literature surrounding FL teaching of teaching a language other than English
and teacher self-efficacy. The added layer of being a teacher of a language that is not one’s
native language will give insight into the experiences of embracing another language that is not
one’s native language and how this is experienced. A review of this literature reveals that
extensive research has been done in relation to teachers and self-efficacy (Klassen et al., 2011;
Woolfolk & Hoy , 1990; Wyatt, 2018). However, little research exists that examines the
intersections of experienced nonnative Spanish language teachers and what has influenced their
self-efficacy. Additionally, in relation to self-efficacy research, there has been extensive research
conducted related to pre-service experiences as well as student-learner experiences (Woolfolk &
Hoy, 1990), but few studies have specifically targeted the self-efficacy of experienced nonnative
language teachers (Wyatt, 2018) teaching a language other than English.
Teacher Self-efficacy: It Is All in the Timing
One key tenet of self-efficacy, according to Bandura (1977b), is timing. When
researching a person and their lived experiences, it is important to consider timing in relation to
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self-efficacy. “Successes raise mastery expectations; repeated failures lower them, especially if
the mishaps occur early in the course of events” (Bandura, 1977b, p. 81). Early experiences,
successes and failures, in relation to language acquisition are important influences for FL
teachers who are preparing to teach a language that is not their native language. All would agree
that teaching, as most professions, requires a certain willingness to embrace growth and learning
experiences. Few enter any profession equipped with all the knowledge that they will ever need.
This is especially true of a second language. González et al. (2017) noted how beginning FL
teachers should be instructed from the onset of the necessity and requisite attitude of lifelong
language learning. The study suggested that teacher programs should foster a mindset that
language learning must be a lifelong endeavor.
Performance Matters
Studies have shown that teacher self-efficacy is connected to performance
accomplishment (Cooke & Faez, 2018; Iroegbu, 2015; Yilmaz, 2011). The higher a teacher rated
their self-efficacy, the better they perceived their ability as a teacher. Yılmaz (2011) suggested
that teacher training programs that focus on the four areas of language learning, listening,
speaking, reading, and writing, can help to increase a teacher’s self-efficacy. Self-efficacy
evolves over time and it is greatly influenced by experiences of mastery.
Samuel (2016) looked at self-efficacy for nonnative language teachers at the university
level. In this study, the relationship with self-perception of language competency and
instructional strategy selection was the focus. Samuel (2016) found that nonnative instructors at
the university were overwhelmed with the time needed to plan lessons due to language
preparation. Samuel (2016) suggested that universities examine the workloads of beginning
instructors in order to provide additional time needed to prepare not only strategies but also the
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additional layer of vocabulary. In a career that, in a manner of speaking, “goes live” every class
session, performance is another facet of self-efficacy. For beginning teachers, self-efficacy is
strongly influenced by performance in the classroom.
Teaching a language that is not one’s native language has an extra layer of preparation
that native speaking teachers do not have to deal with. These teachers have to prepare lessons
and also make sure that they are prepared in relation to the language needed to instruct the lesson
(Samuel, 2016). Nonnative teachers need additional time to prepare lessons in order to have
opportunities to create pivotal performance accomplishments (Cooke & Faez, 2018; Iroegbu,
2015; Yilmaz, 2011).
The Focus of Self-Efficacious Experience
As we navigate through life, we use prior knowledge, prior experience, and reflection to
make sense of who we are and what we believe. Though there is always an unpredictability
factor in all that a person says and does, this study does recognize that there are common
understandings of human behavior that can strongly predict behavior based on prior experience
and knowledge (van Manen, 1997). “Likewise, the language of thinking cannot be censured to
permit only a form of discourse that tries to capture human experience in deadening abstract
concepts, and in logical systems that flatten rather than deepen our understanding of human life”
(van Manen, 1997, p. 17). Self-efficacy development is a continual process that influences future
decisions and actions. This dissertation uses the theoretical framework of self-efficacy (Bandura,
1977a, 1977b, 1997) to shed light on experiences that have shaped and molded experienced
teacher’s self-efficacy over time. Few studies have researched the self-efficacy of experienced
nonnative FL teachers of Spanish (Swanson, 2010, 2012; Wyatt, 2018). Teaching a language that
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often has a relatively high number of native speakers who also share in the teaching positions
will provide an interesting perspective.
In the Beginning: Dewey’s Thoughts on Experience and Thinking
The theoretical framework for this study recognizes the influential value experience has
on how we live our lives and make decisions. John Dewey, a renowned educational philosopher,
recognized the value and meaning of learning through experiences. Dewey (1916) discussed the
interplay of environment, experience, and perception.
For we live not in a settled and finished world, but in one which is going on, and where
our main task is prospective, and where retrospect — all knowledge distinct from thought
is retrospect—is of value in the solidity, security, and fertility it affords our dealings with
the future. (Dewey, 1916, p. 151)
According to Dewey (1916), how we perceive experiences has a profound effect on how we
view and approach future situations. As one learns through experience, whether as participant or
observer, the experience is becoming a part of many combined experiences. Though one specific
experience may not alter the future decision-making of an individual, it may play a significant
role in how one views future similar experiences. Additionally, a single negative or positive
experience may not have a serious effect on the future decision-making of a person if he or she
has experienced memorable experiences that did not have a similar outcome. Dewey recognized
the value in meaningful experiences in relation to school experiences. Each child each day is
creating their own view of the world based on their experiences. This is also true of adults. The
ever-evolving knowledge from experience is shaping and defining self-perception, selfknowledge, and self-efficacy.
Bandura and Social Cognitive Theory
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Albert Bandura resolved to define a theoretical perspective on human action that takes
into consideration one’s ability to take knowledge, whether personal or observed, of past
experiences and apply that knowledge to future endeavors. Bandura referred to the continual
processing of both personal and environmental experience as “reciprocal interaction” (Bandura,
1977b, p. 11). This continual interplay plays a large role in future endeavors. Our experiences
also have an effect on our future actions. Bandura (1977a) researched how we behave and
process behavior. He concluded from research that “cognitive processes mediate change but that
cognitive events are induced and altered most readily by experience of mastery arising from
effective performance” (p. 191, 1977a). Though, to some degree, the same experiences do not
affect all in the same way, there are links between efficacy expectations and behavior.
A key tenet to Bandura’s (1977a, 1977b, 1993, 1997) theory is self-efficacy. Bandura
explains how self-efficacy affects one’s perceptions. Bandura also discussed how efficacy
expectations have an effect on performance. These effects can differ in magnitude, generality,
and strength. Efficacy expectations determine how much effort people will expend and how long
they will persist in the face of obstacles and aversive experiences. The stronger the perceived
self-efficacy, the more active the efforts. Those who persist in subjectively threatening activities
that are in fact relatively safe will gain corrective experiences that reinforce their sense of
efficacy, thereby eventually eliminating their defensive behavior. Those who cease their coping
efforts prematurely will retain their self-debilitating expectations for a long time (1977a p. 194).
Perceived Self-efficacy
This framework focuses on “perceived self-efficacy” (Bandura, 1977b, p. 80). Perceived
self-efficacy not only reduces anticipatory fears and inhibitions, but through expectations of
eventual success, it affects coping efforts once they are initiated. Efficacy expectations determine
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how much effort people will expend in the face of obstacles and aversive experiences. The
stronger the efficacy or mastery expectations, the more active the efforts. Those who persist in
performing activities that are subjectively threatening but relatively safe objectively can also gain
corrective experiences that further reinforce their sense of efficacy thereby eventually
eliminating their fears and defensive behavior (Bandura, 1977b, p. 80). However, in the end, all
experiences can potentially affect self-efficacy. That is why this study is valuable. No one can
describe an experience better than the one who actually experienced it.
Tenets of Self-efficacy
The social cognitive theory of self-efficacy developed through the research efforts of
Albert Bandura relies on the cognitive processes that perceive motivations, anticipated successes
or failures, and outcomes of behaviors. When a person views an action as being achievable, he or
she is much more likely to perform the action. When a person views an action as fearful or
somehow threatening, the person is likely to avoid performing the action when possible
(Bandura, 1977a). Perception of outcome is a key component of self-efficacy. Self-efficacy is an
internal thought process that is continually shaped, according to Bandura (1977a) by four key
efficacy expectations. These four key tenets of self-efficacy are performance accomplishments,
vicarious experiences, verbal persuasion, and emotional arousal.
Performance accomplishments
The first key efficacy expectation is performance accomplishments. This efficacy
expectation factor is based on how a person views their own personal accomplishments and
failures. Self-motivation can serve as a contributing factor that influences performance
accomplishments. In other words, if an action was considered to be unsuccessful, but the
participant feels that they were functioning under a recognizable and diminished capacity, the
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experience will not necessarily be deemed unsuccessful. Other factors that influence
performance accomplishments are the strength of the experiences and the generality of the
experiences (Bandura, 1977). Performance accomplishments are an integral component of
perceived self-efficacy that affects how one chooses to act and react in given situations given
past memories of personal performance experiences.
Vicarious experience
In relation to self-perception of efficacy to perform an action, another way someone
measures perceived success or failure is through vicarious experience. Though personal
experience is more likely to yield more lasting effects, watching someone else perform a task is
another way that a person can develop self-efficacy. The level or degree of personal reliability is
often measured with how closely the modeled behavior and extenuating characteristics closely
resemble the characteristics of the participant. In other words, if an activity is carried out
successfully, but the participant sees many characteristics of the activity that do not relate to the
circumstance or characteristics of their personal situation, it is less likely that the participant
gains any form of self-efficacy from the action. The more a person can relate to the person
performing the action, the more likely they are to increase their self-efficacy through the
vicarious experience. Along with vicarious experience, verbal persuasion is another behavior that
affects self-efficacy (Bandura, 1977a, 1977b).
Verbal Persuasion
While less effective than personal experience, positive verbal persuasion as an effort to
motivate someone to complete a task can also affect self-efficacy. One positive aspect of verbal
persuasion is the convenience of use. This is a form of communication that leads a person to
believe, through verbal influence alone, that he or she can do something. This form of behavioral

45

influence can be easily dismissed or discredited with negative experiences. Verbal persuasion is
most effective when the participant is provided with situations and tools where they can
demonstrate the mastery of the desired performance or task. Verbal persuasion is most effective
as a tool to enhance performance. Though it can lead to self-efficacy influence alone, it is most
beneficial when coupled with some form of suggestion or aid for success. Giving directives
alone, or giving praise alone are not as effective as providing someone both persuasion along
with conditions that can support performance feedback. The fourth source of efficacy
expectation is emotional arousal (Bandura, 1977a, 1977b).
Emotional arousal
In relation to self-efficacy, emotions can be influential in how someone perceives future
success or failure of an action. This is especially important when emotions of anxiety and fear
are present. For many people, fear of a situation can cause more anxiety than the actual situation
itself. Though people process and attribute fearful situations to different sources, studies show
that how a person cognitively processes an experience determines the level of self-arousal. What
is interesting regarding this tenet is the connection between self-arousal and perception of selfcompetence. Judgment of one’s self-efficacy in relation to emotional arousal is complex. The
cognitive processing of an action is dependent on the source from where a person perceives the
emotional arousal. If a person believes that emotional arousal stems from some personal
inadequacy, instead of situational factors, the emotional arousal negatively affects the selfefficacy of the individual. A person’s self-efficacy is affected by the perception that they have of
emotional arousal. Emotional arousal can create situations where perceived inadequacies become
the preoccupation of a person rather than a focus on the experience itself (Bandura, 1977a,
1977b).
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Bandura (1977a) concluded that self-efficacy is a critical indicator of how a person will
view future situations.
Even in the enactive treatment, perceived self-efficacy proved to be a better predictor of
behavior toward unfamiliar threats than did past performance. Moreover, self-efficacy
derived from partial enactive mastery during the course of treatment predicted
performance on stressful tasks that the individuals had never done before. (1977a, p. 211)
How one views their self-efficacy is an indicator of how someone will view future success and
failure. When teachers enter the teaching profession, several factors have already affected their
self-efficacy. Additionally, as a fellow teacher, I know how difficult the first years of teaching
can be. Given the importance of self-efficacy in how one approaches both familiar and new
situations, it is beneficial to gain insight into some of the influences that shaped the self-efficacy
of experienced nonnative language teachers. As the participants reflect on self-efficacious
experiences, and perhaps reflect on their own understanding of self-efficacy, they may be able to
gain a better understanding of what positively and negatively affects them.
Teacher Self-efficacy
Self-efficacy for teachers is far-reaching. Teachers who view themselves to have a high
degree of self-efficacy demonstrate a greater zeal for teaching, are more committed to the
teaching profession, and are likely to remain in the profession longer than those who have low
perceived self-efficacy (Swanson, 2012, Wu et al., 2019). In another study, Swanson (2008)
reported that the additional intersection of environment was especially important for the selfefficacy of FL teachers. The study found that teachers who perceived that their interests and
competencies matched the dynamics of a school contributed to a stronger sense of self-efficacy.
Self-efficacy also affects the classroom atmosphere (Gibson & Dembo, 1984). Teachers who
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perceive that their self-efficacy is high are more likely to help struggling students succeed as
well as stay focused on the content. Teachers who perceive that their self-efficacy is low are
more likely to get off topic. They are more likely to criticize students for their failures. In
contrast, teachers who are more self-efficacious are more likely to praise students more often.
Self-efficacy is an important factor for teachers in the classroom both in relation to their
professional lives as well as the effect it has on the environment that teachers create.
In a study of self-efficacy, Woolfolk and Hoy (1990) studied teachers in a teacher
preparation program. The study reported that prospective teachers who perceive that they have a
strong professional self-efficacy and feel that they can truly make a difference in student
performance were more likely to be more humanistic in their dealings with students and more
supportive of their school organization.
People who expect to be good teachers anticipate being loyal members of the school
organization. Moreover, they also expect to deal with their students in a personal and
humanistic way. In other words, they have positive attitudes about being controlled
themselves but negative feelings about controlling their students. (Woolfolk & Hoy,
1990, p. 90)
When prospective teachers begin to develop a positive self-efficacy, they are more likely to have
positive attitudes regarding their institution. They are more likely to begin their career having a
positive attitude toward their school and administration. This aspect of self-efficacy is an
important factor for new teachers (Smith-Justice, 2017). They are also more likely to provide
personal support for their students, thus creating a more positive and accepting classroom
environment.
Self-efficacy and the Language Teacher
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There have been some studies conducted in relation to language teacher self-efficacy.
From 1998-2009, 218 studies investigated self-efficacy in teaching. Klassen et al. (2011) noted
that there still seems to be a lack of focus on sources of teacher self-efficacy. The study also
looked at domain-specific data and found that of the 218 studies, only 2% of the studies looked
at teaching language and literacy. Wyatt (2018) continued the survey of literature surrounding
self-efficacy beliefs of language teachers as he reviewed literature from 2005-2016. During this
time, many studies were conducted. Of the 115 studies, 71 studies were quantitative, 24 were
mixed-methods, while only 20 were qualitative in design. Additionally, of the 115 studies
discovered, 89 of those studies researched English to speakers of other languages instead of
teaching English as a foreign language.
Wyatt (2018) noted some key focuses of the language teacher self-efficacy research.
Some of the key themes noted were student outcomes, training programs, emotional intelligence,
native and nonnative status, and English language proficiency (Wyatt, 2018). The main focus of
the vast majority of studies concentrated on the common threads of English as the target
language, pre-service experiences, or emotional experiences. Of the research, one study
specifically researched the self-efficacy of Spanish teachers. The sample was not exclusive to
native or nonnative speakers. The study is relevant due to the findings in relation to self-efficacy.
In this study, a link was discovered between FL teacher self-efficacy and student performance.
Swanson (2014) found that “the higher one’s belief about teaching Spanish, the higher the
students’ scores on the exams” (p. 5). From the early stages of teacher preparation, it is important
to begin to build on the self-efficacy of teachers in order to build a strong sense of mastery and
success. In student teacher and mentor programs, though assessment, instructional strategies, and
classroom management strategies are important, it may also be beneficial to pay attention to
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student achievement. According to Swanson (2014), student achievement can help nurture the
self-efficacy of FL teachers.
Cooke and Faez (2018) looked at self-efficacy among nonnative French teachers at high
schools in comparison to nonnative French language immersion teachers. The study findings
were telling. Though both groups cited language deficiencies upon graduating college, the selfefficacy development after years of professional experience was quite different. The core French
language teachers ranked their self-efficacy much lower than the French immersion language
teachers. The study found that French immersion teachers had more opportunity to both build
confidence in the language through use, coupled with the opportunity to collaborate with many
more French teachers in schools that provide a language immersion program.
Samuel (2016) investigated how non-native language teachers in higher education in
Canada viewed language ability and how it shapes their classroom teaching. Her study focused
on how nonnative language teachers viewed self-efficacy as it relates to self-perception of
second-language in correlation with selection of instructional strategies. From the fourteen
participants, the themes that emerged were instructional strategy choices and language
preparation for teaching. The participants noted that perception of language competency strongly
influenced instructional strategy, citing that though some activities may be more suitable for
student engagement, the teacher would be less likely to incorporate the strategy due to the level
of language needed. Another theme, language preparation necessary for planning was another
factor. Teachers noted that a lot of time was often spent looking up vocabulary, practicing
pronunciation, and rehearsing lessons due to the lack of language knowledge of the teacher.
Though this study did not specifically address self-efficacy, it is evident that language
competency does affect how FL teachers plan and prepare lessons.
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From the literature, it is evident that some FL teachers have unique struggles with selfefficacy related to language competency. The stronger the sense of language competency, the
more likely a teacher is to incorporate different instructional strategies and feel more comfortable
with using the target language. Language competency is significant in relation to FL teacher
planning and instruction.
The Value of Experience
Experience as student teachers is valuable, however it does not take the place of the
beginning years of teaching. Aydin (2016) researched possible causes of anxiety among preservice English teachers in Turkey. The study surveyed 60 pre-service language teachers who
were classified as speaking English at an advanced level. The study wanted to shed light on how
language-learning anxiety can affect both the language learner as well as the language-learning
teacher. In this qualitative study, teachers discussed anxiety and perception of causes of anxiety
during a teaching skills course. The study found that the primary roots of anxiety in relation to
teaching stemmed from inexperience and perceived language anxieties. The study notably
pointed out that participants did not find self-efficacy to be a contributing factor to anxiety levels
while conducting student teaching lessons. Perhaps this could be due to inexperience. In light of
this, for teachers, self-efficacy is strongly developed during the beginning years of teaching.
Though educational experiences and pre-service experiences certainly play a part in teacher selfefficacy, there is no substitute for the personal and professional knowledge gained when stepping
out and beginning a career. For teachers, self-efficacy is greatly influenced during the beginning
years of teaching.
Ellis (2018) examined the ways in which a teacher’s experiences throughout their life
influence teaching.
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The richness and diversity in our experiences will be matched in the experiences of our
learners, and as we will see from the brief overview of teacher cognition theory that
follows, what teachers know and believe from experience is at the core of how they teach
and how they relate to their students. (Ellis, 2018, Teachers’ Languaged Lives, para. 1)
This study noted that nonnative language teachers who participate in teaching programs are
better able to use both knowledge of learning a second language as a student in school along with
the experiential knowledge of gaining insight into language teaching strategies that are both
successful and unsuccessful. It stressed the value and influence that experiential learning has on
a teacher. In the early stages of teaching, professional self-efficacy is in the early stage of
development (Aydin, 2016). As teachers gain on-the-job experience, their past experiences,
coupled with their experiences as teachers, begin to shape their self-efficacy.
Language Teacher Preparation
In a state where attrition is high for new teachers, this study aimed to learn from the
experiences of teachers in north Georgia who have chosen to stay in the profession despite some
of the barriers that negatively affect many new teachers to the point where leaving is a viable
alternative. Wyatt (2018) noted in his study a need to study language teacher efficacy in different
contexts. Some research has been done to look at language teachers in Georgia. In the state,
foreign language teachers have one of the highest attrition rates of all content areas (Stephens,
Hall, & McCampbell, 2015). Though there are no clear answers as to why this specific content
area has many teachers leaving the profession, few studies have been done to seek out possible
reasons (Swanson, 2010).
Swanson (2010) researched possible links between teachers’ efficacy perceptions of the
FL teacher and teacher attrition specifically in the state of Georgia. According to Swanson, “if an
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individual has a low sense of efficacy, he or she may avoid the task altogether or give up easily
when difficulties arise. Thus, teacher efficacy is crucial to understand when examining the issue
of the teacher shortage” (p. 308). Of 463 FL teachers in Georgia, approximately half having
taught less than five years and half having taught more than five years, the study found that of
language teachers leaving the profession, the majority of those leaving in 2006 were Spanish
teachers. In a state where the number of native Spanish speakers is increasing each year, why are
more Spanish teachers leaving the profession than other languages? Swanson (2010) noted one
interesting aspect in relation to Spanish language teachers. For Spanish language teachers, unlike
other language teachers, the participants expressed excessive difficulty in teaching students at the
introductory levels of the language. Swanson (2010) suggested that perhaps native language
teachers may have difficulty in classroom management even though their level of content
mastery is very high (Swanson, 2010). Still another study noted that oftentimes, beginning
teachers, especially nonnative teachers, are given the lower-level language classes (FragaCañadas, 2010). Though it is unclear if the participants are native or nonnative instructors, there
is some evidence that many of the lower-level classes are often taught by nonnative speaking
teachers.
Related to the content itself, very little has changed in relation to second language college
requirements. Two years of a second language in high school are still a requirement for students
entering a public university in the state of Georgia (University System of Georgia). Therefore,
there is no diminished need for teachers at the secondary education level in relation to university
requisites. Additionally, there has not been significant change in the curriculum. Though the rate
of attrition is high, curriculum factors and requisite factors related to content do not seem to be
an influence on teacher attrition.
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In a study, Swanson (2012) looked specifically at teacher self-efficacy and the choice to
leave the profession. In the study of United States and Canadian teachers, Swanson, hoping to
uncover issues contributing to attrition, focused on what influenced teacher self-efficacy. From a
quantitative survey where 1,065 participants completed the survey, Swanson (2012) uncovered
interesting findings. He reported that, although language teachers overall felt confident in
language specific abilities, in relation to teaching culture, many participants felt that they did not
have adequate knowledge or skills. The lack of cultural knowledge affected their teacher selfefficacy. Cultural knowledge is an area where teachers viewed teacher preparation as lacking.
Teacher Preparation Programs: Considering the Alternative
Teacher preparation programs play a significant role in the development and self-efficacy
of teachers. For language teachers, the experiences have been especially vital. In a study of
practicum teachers in Northern Cyprus, Göker (2006) discussed how EFL beginning teachers
found that peer coaching, teaching practicums, and other experiences viewed as mastery
experiences positively influenced self-efficacy for pre-service teachers. This study highlighted
the importance of teacher preparation programs in the lives of beginning teachers that help to lay
the foundation for a positive self-efficacy.
In a content concentration where teacher shortages exist in certain parts of the country,
the alternative certification programs are a way to certify language teachers, taking the place of
traditional college work (Carver-Thomas & Darling-Hammond, 2019). Language teachers are in
high demand. To meet the demand to fill language teacher positions, alternative certification
programs are offered to fill teacher vacancies. These programs are oftentimes less extensive and
on average, require students to complete less work and student teaching experience, than a
traditional certification program. When these teachers enter the profession, the students may not
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be as well prepared for the profession in comparison to completing traditional programs. This
can negatively impact teacher retention (Carver-Thomas & Darling-Hammond, 2019).
For all teaching levels and subjects, preparation pathways correlated with teacher
attrition. Carver-Thomas and Darling-Hammond (2019) noted that teacher pathways to teaching
were an indicator of teacher attrition. Teachers who entered the profession through some form of
alternative pathway program were 25% more likely to leave their schools than teachers who
entered through a traditional pathway. The study also noted that, in relation to elementary
teachers, FL teachers had a turnover rate that is 87% higher. Swanson (2012) also addressed the
issue of alternative pathways to gaining a teaching certificate. In his study, teachers who used
alternative certification pathways seemed most confident in content and least confident in
instructional approaches. Swanson found that some of the alternative programs focused more on
content mastery than teacher pedagogy.
Student-teacher Practicum Experience and Anxiety
Some of the issues related specifically to language teachers and preparation in relation to
teacher anxiety, Aydin (2016) researched FL teacher anxiety (FLTA) and found that the most
significant cause of teacher anxiety is lack of proper training and instruction during pre- and inservice education and teacher training. Students are leaving teacher preparation feeling that they
need more training in language proficiency. Though nothing can quite prepare a person for “live”
teaching, behind the classroom door, all alone with a classroom full of students, the voice of the
language students revealed that there is still work that can be done to improve programs for
teachers to teach a second language in relation to language proficiency (Aydin, 2016).
Additionally, the literature noted the pedagogical idea of using a more pragmatic
approach to second-language teacher training. A study by Bateman (2008) noted that student

55

teachers could benefit from instruction that not only used the target language more, but also
discussed specific theories and techniques, as they are used, that are useful in the secondlanguage learning classroom. This experiential form of learning is a form of mastery learning, a
concept key to Bandura’s (1997) self-efficacy theory.
Educational experiences of teachers can differ in many ways due to factors such as
programs of study, teachers, personal experiences, and varying content and methodology
experiences. A study by Burke (2012) concluded that many language teachers are lacking in
experiential professional development. Teaching any content can have unique challenges. This
study noted that it is important that beginning teachers have the opportunity to both use and
reflect on some different teaching methods in order to discover what methods work for them.
Research supports the need for FL teachers, even during pre-service experiences, to begin
building mastery experiences through practice. The more exposure to the language that language
teachers have, the more opportunity there is for growth in language competency (Bateman,
2008).
Beginners’ Luck
Swanson (2010) found that the primary reason FL teachers in Georgia noted for leaving
the profession was frustration with teaching the beginning language courses. Upon further
investigation, there may be a possible link between the level of language taught and choosing to
stay or leave the profession. In a study conducted in the United States, Fraga-Cañadas (2010)
surveyed 106 teachers. The study looked at teacher perceptions of language proficiency practices
in and out of the classroom. One finding of the study was that many nonnative language teachers
never teach upper-level Spanish courses. This is due to several factors. First, veteran teachers
usually have first say in what is taught and who will teach it. Fraga-Cañadas (2010) found that
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veteran teachers, especially native speakers, tend to lean towards teaching the upper-level
language classes that are usually smaller in size, less structured, and made up of students who are
high achieving. The study also noted the additional obstacle that beginning nonnative language
teachers may encounter occasionally in relation to native speaker status. Sometimes credibility
may be based on native speaker status instead of other professional standards such as classroom
management, student success, or professional growth.
Still, another obstacle for nonnative speakers is the cyclic nature that comes with teaching
lower-level courses. If the nonnative language teachers stay with the profession, after a few years
of teaching the lower-levels, they begin to feel language skills and knowledge digressing. Many
nonnative teachers become complacent with teaching the beginner-level classes instead of
building and fostering a language proficiency learning attitude early on in teaching in order to
embrace opportunities for growth and self-efficacy in using the language in more advanced
situations. Fraga-Cañadas (2010) found that in the county where her study took place, the
secondary native speaking teachers were much more likely to teach the upper-level language
courses than the lower-level courses. In relation to Swanson’s (2010) earlier study, if the main
reason teachers cited for leaving the profession was frustration with teaching the lower-levels, it
is highly possible, but unknown, if many of the teachers are nonnative speakers.
Professional Growth
Fraga-Cañadas (2010) discussed the issue of teacher professional growth. The study
found that of 106 teachers, of which 91 were nonnative teachers, their level of language
proficiency since graduating college was disappointing. 56% thought that their language
proficiency had improved, 20% believed their Spanish had declined, and 24 thought that their
Spanish language proficiency had remained about the same. The participants also noted that they
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felt that due to teaching low levels of Spanish, language proficiency had declined since
graduating college. The nonnative teachers also found that very few opportunities were made
available for professional learning in relation to language competency after graduation. Teachers
did take part in activities like listening to music, watching television, and reading magazines and
other materials in Spanish as a way to use the language outside of the classroom. However, there
is a need for nonnative language teachers to rotate and teach the upper-levels more. Though this
may provide for a lot more work for the nonnative language teacher, it is an opportunity for
nonnative teachers to maintain contact with the language on a more advanced level as well as
create rich opportunities to develop self-efficacy.
In 2017, a mixed methods study examined the self-efficacy of FL teachers in Appalachia
(Smith-Justice, 2017). The study found that there was a difference in the self-efficacy beliefs in
relation to language teachers being native speakers versus nonnative speakers. The study of
French, German, and Spanish teachers found that across the board, veteran teachers, as opposed
to novice or intermediate teachers, expressed a higher rating of self-efficacy.
Perception of the Label Nonnative
Though it is a contested belief that the best language teacher is a native speaker
(Phillipson, 1992), the notion that native speakers are better qualified is still sometimes prevalent
(Veléz-Rendón, 2010). This research would be amiss to leave out the facet of native versus
nonnative whey studying the self-efficacy development of nonnative FL teachers.
Sometimes, nonnative speaker status can be viewed as beneficial. Lipovsky and
Mahboob (2010) found in a study of native speaking teachers (NST) versus nonnative speaking
teachers (NNST) that students may view NNST’s as excellent role models as language learners.
In the study, the students noted that they were both inspired and motivated by the ability of a
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nonnative speaker to learn another language at such a high level. The students went on to express
that, in their experiences, sometimes native FL teachers confuse formal writing with more
conversational writing mechanics. The students felt that NNST’s were often better at teaching
grammar due to their experiences of having learned the target language in much the same way
that they are learning it. It is clear that NS or NNS status is a part of the identity and perceptions
related to FL teachers and native speaker status.
Language Teacher Self-Perception
How we see ourselves, as well as how others see us, make up our identity. Our
experiences and perception make up identity. Our characteristics, adaptation, whom we interact
with, where we live, our education, and how others view us, are all components of our identity.
All of these factors play a part in the formation of one’s professional identity. Professional
identity is not stagnant. Who I am today and how others see me is in constant flux.
Self-Esteem
A key part of our self-efficacy is our self-esteem. Though self-esteem and self-efficacy
are related, the two concepts are not the same. Self-esteem is one’s “judgments of global selfworth” (Hajloo, 2014, p. 43). This involves perception and reception of how we view our
personal existence and worth. It is influenced by our experiences, accomplishments, failures, and
how others respond to us. Self-efficacy, alternately, affects how one views future tasks,
persistence in completing the task, as well as level of effort to carry out a task (Hajloo, 2014).
One study found that a positive self-esteem contributed to increased job performance and job
achievement in the workplace (Motallebzadeh & Kazemi, 2018). As self-esteem relates to the
theme of self-efficacy, if self-efficacy is the confidence level one has in completion of a task,
self-esteem can have an effect on the delivery of tasks (Smith-Justice, 2017).
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Identity
Identity is an important component of one’s professional life and the identity of
nonnative language teachers is an aspect of the profession that can uncover some of the macronarratives surrounding linguistic ideologies and beliefs. For the teaching profession, a challenge
is the need to be proficient and knowledgeable of the strategies, content, and skills beginning the
first year of teaching. This is especially challenging for teachers teaching a language that is not
their native language. The issue of being a teacher and learner can make the first years of
teaching especially difficult (Cooke & Faez, 2018). Nonnative language teachers may feel a
sense of inadequacy if they don’t readily have the level of language proficiency as their native
speaking colleagues. There is sometimes a hesitancy to ask questions related to language
proficiency out of a fear of being perceived as incompetent or ill-prepared (Varghese et al.,
2005).
Second-language acquisition and self-perception
Second-language acquisition and self-perception are important factors of identity
formation. As a study conducted by Thompson and Fioramonte (2013) noted, “teacher’s [sic]
self-confidence may have little to do with their actual linguistic ability, but instead has more to
do with their own self-conceptions” (p. 13). Self-concept is a key component of our identity.
They found a correlation between the self-esteem of a language teacher and their success in the
classroom. Thompson and Fioramonte (2013) went on to conclude that the participants of their
study, three nonnative Spanish teachers, did not teach higher level Spanish courses due to their
self-perceptions of inadequacy. The study concluded that in actuality, they were linguistically
skilled in the concepts and knowledge to teach the classes. However, their own self-perception
discouraged their willingness to take on the more advanced courses.
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Another study looked at how self-perception could be improved. (Coȿkun, 2013) found
that the self-perception of nonnative English-speaking teachers (NNEST) could be revamped if
the emphasis of language proficiency did not depend on native-like pronunciation. Instead, a
multicultural view of multi-language competency is more favorable in terms of viewing the
prospective teachers instead of the inadequacy of being a deficient native speaker of the target
language. As issues of language competency are addressed in teacher candidates, linguistic
competence could be used as a goal in place of native-speaking competence.
Language Competency: Measuring and Labeling
As a nonnative language teacher, being a nonnative speaker is something that is a part of
one’s identity. Cook (1997), discussed the complexities of the native versus the nonnative
debate. In an interesting discussion, Cook claims that the very research conducted with language
competencies and second-language acquisition is grounded in a false standard of native
competency. She instead argued that bilingualism research embraces the notion that secondlanguage learners are a separate entity than native speakers. Instead of comparing nonnative
speakers to native competency, a more practical and useful command of the language is the focus
of measurement. Ellis (2018) discussed how new ways of classifying language learning should
be considered. “New ways of thinking about language ‘proficiency’ such as ‘flexible
bilingualism’ and ‘plurilingual repertoires’ enable us to escape the strait jacket of dated labels
such as ‘native’ or non-native’ speaker” (Ellis, 2018, Introduction, para. 2). Though efforts have
been made to change how second-language speakers are both assessed and viewed, the
polarizing labels of native and nonnative speakers are still used. For the basis of my dissertation,
native and nonnative will be used. However, the labels and definitions related to language and
language speaker status continue to draw conversation and merit future discussion.
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Thompson and Fioramonte (2013) also argued that for second-language learning, the
measure of competency and achievement should not be through native speaker comparison. A
reached competency and multilingual knowledge sees past the native speaker label. Coȿkun
(2013) discussed the dichotomy of native versus nonnative and found that student exposure to a
form of another language that is not necessarily the native-speaker accent can be a benefit. He
stated, “Exposing students to different nonnative varieties instead of the native-speaker norms is
believed to better equip learners to communicate more successfully with other nonnative English
speakers in the multicultural globalized world” (Coȿkun, 2013, p. 15). His study challenged a
proposal that the nonnative teachers be required to work with a native-speaking teacher to
improve their language skills. The study found that the vast majority of nonnative teachers were
not in favor of such a policy that held native speakers as expert teacher leaders solely on the
notion that they are native speakers. Language proficiency can vary greatly even among native
speakers.
The Native Expert
Berger (2014) reflected on her experiences of being a native English FL teacher. Her
reflective essay detailed some of her experiences both during her student teaching and also, as a
beginning teacher. She noted that some of her nonnative speaking friends faced issues of
credibility. She noted that as a native speaker, students are accepting of her answers concerning
language without any question of credibility. She concluded through her reflection that native
speakers have four privileges over nonnative speakers: preferred surname and appearance,
confidence from intuition, undeserved credibility, and freedom to teach in a fun and casual way.
She used discussions with nonnative speaking teachers along with her personal reflections.
Berger (2014) concluded that in order to improve the situation for nonnative language teachers in
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relation to any possible privilege linked to native speaker status, it is important for native
speakers like her to recognize that there are some areas for improvement.
Another aspect of the native and nonnative dichotomy involves the day-to-day encounter
with students. A study was conducted at a United States University that wanted to gain insight
into student perceptions of native and nonnative teachers (Hertel & Sunderman, 2009). The study
found that students preferred native speaking instructors in regard to aspects of teaching such as
pronunciation, culture, and vocabulary. However, the native speaker was not perceived as the
expert language teacher in relation to grammar and teaching grammar. This study noted that
student level of proficiency seemed to affect student perceptions. The students in more advanced
levels perceived native speakers to be more knowledgeable and to provide a better language
learning experience.
A Multicultural Aspect
As FL teachers, we are not only teaching the language, but also the culture of the
language. In today’s world we live in, there is an increased need for students to become more
globally minded and develop dispositions that embrace diversity, inclusion, and acceptance of
other cultures (Merryfield, 2008). For many FL teachers, their students have little knowledge of
other cultures. The space, the liminal space of teaching others to speak a language that is not
one’s native language, can be a challenging space for a nonnative FL teacher to exist as an expert
of the target language and culture (Smith-Justice, 2017). Can a nonnative FL Spanish teacher be
an effective teacher of language and culture? This is the question that nonnative FL teachers may
face. The answer, of course, is yes. That is what makes this phenomenological study
multicultural. He referred to her experiences in Chinese culture and Canadian Culture as a space
in-between (He & Phillion, 2000). Though many nonnative FL teachers have not had the

63

opportunity to live and experience Hispanic culture in a Spanish-speaking country extensively, it
is still possible, through scholarship and research, to teach others about a culture that is not one’s
native culture. Deciding to teach a language that is not one’s native language can represent
multiculturalism in action.
The path that nonnative Spanish FL teachers choose, embracing teaching a language and
culture that is not one's native language and culture, is a way of embracing a multicultural view
of the world. “Multiculturalism is not only an academic study but also a set of ideas (or perhaps
an idea and a language) for thinking about social life. Furthermore, it is not just any kind of life
that is at issue but an equitable social life” (Connelly et al., 2005, p. 253). The careful thought
and not only appreciation but acceptance of cultural diversity, is a necessary component of being
an FL teacher. This study embraces a multicultural lens, interwoven with the theoretical
framework of self-efficacy theory and the methodology of phenomenology. These
interconnected components make up the blueprint for researching the self-efficacy for the
nonnative FL Spanish teacher.
The Broader Vision
Throughout my doctoral coursework, social justice and multicultural issues in education
were discussed in detail. In a collection of compelling narratives, Phillion et al. (2005) presented
personal accounts focusing on multicultural issues in education and encouraged others to not
only learn from the experiences of others but to also read with an “experiential eye and an
imaginative eye” (p. 2) so that readers can “envision possibilities for change in their own lives
and the lives of those with whom they work” (p. 3). As teachers, it is crucial that social justice
and an eye for the “other” is always in focus. For many people living in the United States,
speaking a language other than English can be a barrier to acceptance and socialization in
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American society. Even as many speakers of languages other than English work hard to learn to
speak and communicate in English, there can still be issues with acceptance of someone due to
their language. As a native English speaker, I am aware of the privilege that I have as someone
who shares the language of the majority. However, as a nonnative speaker of Spanish, I do have
a perspective of what it is like to be accepted speaking a language that is not one’s native
language. As this relates to my study, the acceptance of a person teaching a language that is not
their native language may be challenging for some. This study does not intend to take away from
work towards social justice and acceptance of multiculturalism and diversity. Instead, this study
seeks to add to the literature by expanding the realm of language diversity, acceptance, and
understanding.
Language diversity can be an area where people struggle to be accepted (Phillion et al.,
2005). When a NNST of a foreign language teaches a language that is not their native language,
it is interesting to learn if this affects them in relation to professional performance. The unique
perspective of nonnative Spanish FL teachers sharing personal stories can open new views of
language diversity and learning through sharing stories of how language knowledge has
influenced how people perceive one another. Curriculum Studies embodies using experience as
understanding and understanding as learning. As Liston and Rahimi stated, “SoTL’s existence
brings the truth to the forefront and insists that we remain ever cognizant of that embodying this
triad of learner, teacher, and researcher constitutes the heart of being a scholar” (2017, p. xiii).
The descriptions of how a nonnative Spanish FL teacher’s self-efficacy has developed can help
others better understand the world of language learning, language acceptance, and language
teaching. In a world where languages cross borders and cultural boundaries (Anzaldúa, 2007),
this study will add to existing literature related to language diversity and acceptance.
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Though many studies have researched second-language teachers, the vast majority of
studies have focused on English as the second-language. Different countries approach secondlanguage learning differently. In the United States, few studies have looked at nonnative
language teaching experiences of teachers of languages other than English. Furthermore, Wyatt
(2018) noted that few studies have used qualitative methodology as a research methodology for
researching the experiences of nonnative language teachers. This study contributes to current
research through using a qualitative approach to research the experiences of FL teachers of a
language other than English.
Chapter Conclusion
Though there has been extensive research done in relation to teachers and teaching
English as a foreign language, there has not been much research conducted in relation to teachers
who teach Spanish as a foreign language. In north Georgia, Spanish is the most common
language taught as a foreign language. Some of the teachers are native Spanish teachers and
some are nonnative speakers of the language. Nonnative teachers must work to both teach the
language as well as continually learn the language that they are teaching. This chapter reviewed
the factors that influence nonnative FL teachers including teacher preparation, professional
learning, self-efficacy development, identity as a nonnative FL teacher, and multicultural
understanding. It also presented an overview of Bandura’s self efficacy theory (1977a, 1977b,
1993, 1997), the theoretical framework for my study.
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CHAPTER 3
PHENOMENOLOGY: CONSTRUCTION AND RECONSTRUCTION OF PERCEPTIONS
The study is a phenomenological study. At the heart of phenomenological research is the
philosophical thought that truth is both situated and subjective. “Qualitative researchers do not
believe or claim that there are universal, static ‘truths’ but rather assert that there are multiple,
situated truths and perspectives. We also view context and contextualization as central to
understanding any person, group, experience or phenomena” (Ravitch & Carl, 2016, p. 5).
Sharing lived experiences can be a way for us to understand the experiences of others. As
teachers participate in the reflective recounting and sharing of personal experiences, we can
better understand the significance of their self-efficacy as nonnative FL teachers.
van Manen (1997) described the dynamic of lived experience and the possibilities of
reflection. “Various thinkers have noted that lived experience first of all has a temporal structure:
it can never be grasped in its immediate manifestation but only reflectively as past experience”
(p. 36). Phenomenology recognizes the richness in the subjectivity of the participants. Individual
experiences, individuals as they recount their experiences, is a source of learning and
understanding. As van Manen stated of lived experience, “[L]ived experiences gather
hermeneutic significance as we (reflectively) gather them by giving memory to them” (1997, p.
37). This study seeks to understand what experiences nonnative Spanish FL teachers in north
Georgia identify as influencing their professional self-efficacy through conducting interviews
with these participants.
Studying Phenomena of Teacher Professional Self-efficacy
It is likely that many teachers never really consciously think about their professional selfefficacy; however, it is very important in their professional growth. Self-efficacy is always
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present and influential in decision-making, yet it is scarcely explicitly recognized.
Phenomenology involves the perspective of looking at experiences as ongoing. Using
phenomenology, it is individualized and can discover meaning from the study of experience.
“[W]e are not making experience a thing, but experiencing experience while living it” (Quay,
2016, p. 490). Phenomenology involves “taking the study of phenomena beyond description of
core concepts to look for meanings embedded in human experience rather than what they
consciously know” (Webb & Welsh, 2019, p. 170). As teachers reflect on their teaching
experiences, feelings of effectiveness and pivotal moments in their profession contribute to their
perception of their experiences.
Additionally, Merleau-Ponty (1945/2012) discussed the elements of time in and the
complexities associated with the past, present and future. These elements and their relationship
to one another create how we perceive the world around us. In an effort to really gain an
understanding of the perceptions and meaning-making of participants, all of these elements are
recognized and considered in phenomenology research. Phenomenology and the theoretical
framework of self-efficacy recognize the relation and association of past, present, and future.
Merleau-Ponty (1945/2012) discussed the temporality of time and the perceptions of time in
relation to past experiences.
For every moment that arrives, the previous moment suffers a modification: I still hold it
in hand, it is still there, and yet it already sinks back, it descends beneath the line of
present. In order to keep hold of it I must reach across a thin layer of time. It is still
clearly the same one, and I have the power of meeting up with it such as it just was, I am
not cut off from it: but then again it would not be past if nothing had changed, it begins to
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appear perspectivally against or to project itself upon my present, whereas just a moment
ago it in fact was my present. (p. 439)
Phenomenology is grounded in the work of John Dewey (1916). Dewey was a proponent of
examining life through the lens of continued experiences. It is difficult to isolate any particular
entity of a person’s life. Instead, when learning from experiences, it is important to study
perspective, personal interest, and social and political context as not only influences but also a
part of experience and interpretation of experience. We as individuals are in constant flux with
our past, present, and future thoughts, feelings, and experiences. This study takes into account
the relevance of personal experience as a means of research and professional application. As van
Manen (1997) noted, “[W]hy do we need to collect ‘data’ of other people’s experiences? We
gather other people’s experiences because they allow us to become more experienced ourselves”
(p. 62). When we look through the lens of experiences of others, we are able to better understand
different perspectives, attitudes, and actions as well as gain insight into how others see and
interpret the world. Furthermore, no one can describe the experiences of another.
Phenomenology recognizes that perception is individualized and subjective. Phenomenology is
an examination of experiences contextually and holistically.
Research Question
Using phenomenology as my methodology, the aim of my study was to listen to
nonnative Spanish FL teachers in north Georgia describe their experiences that have influenced
their professional self-efficacy.
The following is my research question:
What experiences do nonnative Spanish FL teachers in north Georgia identify as influencing
their professional self-efficacy?
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It is possible that the participants may have never thought about pivotal professional experiences.
Self-efficacy theory (Bandura, 1977a, 1977b, 1993, 1997) provides a lens through which the
participants can identify and describe their professional experiences of self-efficacy.
Research Design
In qualitative research, the theoretical approach and research design are developed after a
careful exploration of the topic of interest for the study, current literature and research, and a
thorough review of how best to approach the research question. After reviewing the literature
related to self-efficacy of nonnative FL Spanish teachers, it is clear that there is a gap in the
literature in relation to qualitative self-efficacy research of nonnative Spanish FL teachers.
As a beginning interviewer, I will rely on the interview protocol established by Kvale and
Brinkmann (2009). The stages of interviewing are: “thematizing, designing, interviewing,
transcribing, analyzing, verifying, and reporting” (Kvale & Brinkmann, 2009, p. 97). I have
already discussed the themes and theoretical framework for this study, teacher self-efficacy, FL
teacher preparation programs and teacher attrition, nonnative FL teacher identity and the social
cognitive theoretical framework of Albert Bandura’s self-efficacy theory.
After establishing my topic of study, I presented my proposal to my committee. After the
research proposal was approved by the dissertation committee, the research proposal was
presented to the Georgia Southern University Institutional Review Board (IRB) in order to gain
approval to conduct the research. The approval process documentation is included in the
appendices (see Appendix A). My research project was assigned a number through the IRB
board and permission was granted to conduct the study.
Participant Recruitment, Selection, and Sampling Selection Process
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In qualitative research, the number of participants can vary. Qualitative research does not
have a set, specific number of participants (Butina, 2015). The number of participants should be
able to adequately address the research question and provide data necessary to develop and
address the research question. I determined that I had adequate saturation of data after
conducting interviews with three participants. Though there is no set number of participants that
must be included to have adequate data saturation in a qualitative study, Francis et al. (2010)
stated that data saturation is reached when there are perceivably no new themes emerging. Also,
Francis et al. discussed that studies that focus on a specific population often require less
participants to reach saturation, thus saving time. After transcribing and coding the interviews,
clear themes emerged that were shared by all participants or two of the three participants. I was
able to achieve data saturation after three interviews and there was not a need to conduct more
interviews.
I used snowball sampling (Patil, 2020; Robinson, 2014) as my sampling method. The
sampling was purposeful in that I was specifically looking for nonnative FL teachers who have
taught for a minimum of five years. After snowball sampling, I looked to select a minimum of
three and no more than seven participants from north Georgia for the study who are experienced
nonnative Spanish language teachers, having taught for a minimum of 5 years. The participants
for my study are nonnative Spanish FL teachers who teach in north Georgia. I wanted to be sure
that I had enough participants to complete the study. Some schools only have two or three FL
teachers; therefore, I was concerned that it would be difficult to find participants who meet the
criteria. I communicated with potential participants the aim of the study. I asked them if they
knew of other potential participants who would possibly be interested in participating.
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After sending out ten recruitment emails to potential participants (see Appendix B), only
four participants responded that they were willing to participate. One of the potential participants
was leaving the profession entirely. Two responded that they were simply overwhelmed with
work and could not handle any other obligations. Three potential participants did not respond at
all to the recruitment email. Of the remaining four potential participants who were willing to
participate, the potential participants were sent electronically a letter of informed consent (see
Appendix C). After signing the consent form, the participants were then sent a demographic
questionnaire to complete (see Appendix D). I learned that one was actually a heritage speaker.
That left me with three potential participants who were willing and qualified to participate in my
study. All three participants have taught for over ten years. I thanked the other willing participant
for their willingness to participate and let them know that if I needed their participation, I would
communicate with them at a later time.
It was difficult to find potential participants due to the changing landscape of foreign
language teaching over the last 20 years in north Georgia. Of the participants who participated in
the study, all discussed how Spanish was the only foreign language taught at their school. When
I was a student in high school, French and Spanish were offered. Now I teach at the same school,
30 years later, and Spanish is the only foreign language taught in the school. Students can take
other languages online, however the only foreign language teachers in our department are
Spanish teachers. Another change in the landscape of foreign language teaching in north Georgia
is the number of nonnative-speaking language teachers. When I began teaching at my school, all
three teachers were nonnative-speaking teachers. Two were Spanish teachers and one was a
French teacher. Currently, Spanish is the only language taught and three of the four teachers are
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native speakers It was difficult to find nonnative Spanish FL teachers currently teaching in north
Georgia.
For this study, I used pseudonyms for all of my participants in order to maintain
confidentiality of the participants. Additionally, I used pseudonyms in relation to the name of
any school, district, or fellow teacher, if mentioned. In chapter four, I provide descriptions of the
participants related to their path to becoming a foreign language teacher, years of experience, and
courses that they teach.
Developing the Interview Protocol
In qualitative research, instead of focusing on quantifiable data, the data that are sought
are narrative in nature. “The precision in description and stringency in meaning interpretation in
qualitative interviews correspond to exactness in quantitative instruments” (Kvale & Brinkmann,
2009, p. 30). As this relates to the interview protocol, the iterative process of qualitative design
guided my research. Ravitch and Carl (2016) described in detail this iterative process.
Qualitative interviews do not typically seek uniformity in questioning, but, rather, pursue
what Sharon has termed customized replication-that is, while they share key questions,
interviews seek the customization of each conversation through individualizing follow-up
questions and probes for specifics within each interview. (pp. 146-147)
I developed my interview protocol (see Appendix E), however, I tailored follow-up questions
that were individualized according to the responses from the participants as needed for
clarification or explication. Some examples of possible follow questions were:
How did other nonnative Spanish FL teachers during your education influence your
educational experience?
What are some reasons why you chose to teach Spanish?
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As a beginning researcher, I relied on an interview protocol. The interview protocol that I
used is the Interview Protocol Refinement (IPR) framework (Castillo-Montoya, 2016). The IPR
framework consists of four phases:
Phase 1: Ensuring that research questions and interview questions are aligned
Phase 2: Construction of an inquiry-based interview conversation
Phase 3: Gaining feedback related to the interview protocols
Phase 4: Piloting of the established interview protocol
Incorporating this interview protocol helped to ensure that the research was able to provide the
quality and richness of data to sufficiently and accurately focus and reflect the experiences of the
participants so that the research questions are addressed (Castillo-Montoya, 2016).
Phase 1: Research Question and Interview Question Alignment
This phase of the interview protocol focused on how the interview questions align with
the literature (see Appendix F). It is important that the interview questions accurately reflect the
research and do not stray. In this phase, it is important that the research questions “help
participants tell their stories one layer at a time, but also need to stay aligned with the purpose of
the study” (Castillo-Montoya, 2016, p. 812). In an effort to ensure this phase, I followed the
suggestion of Castillo-Montoya (2016) and created a matrix in which I visually mapped out
exactly what questions I would use in my interviews and how they are related to the sources in
my literature review (see Appendix F). This step aided me as I later began to analyze the data
and make connections. This step also allowed me to visually see how the questions are allotted
so that I will not give more weight to one research question than the other.
Phase 2: Formulating an Inquiry-Based Conversation
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This phase of the interview protocol emphasizes\d the need to both conduct research as
well as be mindful of the iterative process of qualitative research. Using my research questions as
guiding my questioning, I also relied on the responses of the participants to guide the research
conversation and questioning.
The medium of the interview is language, and while important aspects of interviewing
can be verbalized, such as the formulation of questions, there remain relational and tacit
aspects of interviewing skills, which are difficult to verbalize, not least the art of patient
listening. (Kvale & Brinkmann, 2009, p. 87)
The interview process in qualitative research is guided by both the purposeful planning of
questions that relate to the research questions as well as the conversational mechanics that are
used in social conversation.
Part of my interview protocol was to design an introductory script in order to ensure that
the participant is fully aware of where the interview is going as well as provide for smooth and
understandable transitions throughout the interview. Developing a script prior to the interview
data collection is an added validity piece for my study, ensuring that the interviews are
conducted with the same structure and organization (see Appendix E).
This phase of interview protocol recognizes that the focus of the interview is to answer
the research questions. In order to do this, conversation development, knowledge of the research
topic, as well as developing questions that are accessible to the participants in relation to
language and tone are important considerations (Castillo-Montoya, 2016). The interview
protocol included the development of four types of questions: introductory questions, transition
questions, key focus questions, concluding questions and additional comments (CastilloMontoya, 2016). The differentiation in types of questions also provides me the opportunity to
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consider possible follow-up questions for each of the types of questions. Though the iterative
process of qualitative research provides opportunity for follow-up questioning to surface during
the interview that are spontaneous and novel, as a beginning researcher I developed a strong line
of possible questions for each of the four types of questioning in order to gain the most valuable,
rich, and descriptive information possible during the interviews.
Phase 3: Receiving Feedback on the Interview Protocol
This phase of the interview protocol process involves a careful examination of the
interview questions and script. It is an important step that allows for another outside person to
give feedback to the researcher on question wording, possible misunderstandings in
communication, or possible oversights on the part of the researcher. This phase involved two
steps: a close reading of the interview questions and script by me as well as a close reading by a
colleague. She has an advanced degree in language instruction and has agreed to read the
interview questions and script and to provide feedback. She agreed to read the script. She did not
offer any suggestions or corrections for the interview protocol. After completing this step, I
conducted my pilot interview.
Phase 4: Piloting the Interview Protocol
My final phase of the interview protocol was conducting a pilot study with a sample
participant who has similar characteristics of the participants who will participate in my study.
Though this step is sometimes difficult for some to complete, I wanted to complete this
important phase in order to gain a better understanding of both how the interview process will go
as well as gain insight into the timing of the interview and how long the interview may last. I
also wanted to gain feedback from the participant in relation to how the questions were worded,
rapport, the process, and the quantity of questions. I was able to gain feedback in relation to the
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vocabulary used in the questioning. It is important that my questions are worded and organized
in a manner that best provides the participants with the opportunity to both understand and feel
comfortable in responding. The IRB interview protocol organizes an interview protocol that will
ensure that interview questions are well-organized, easily understood, and clear in relation to the
research being conducted.
I conducted the pilot study using my interview protocol. The participant was a colleague
from my school district who is also a FL teacher who has been teaching for longer than five
years. I conducted the pilot study using Zoom. During the initial part of the interview, I was
asked by the participant to specifically define what self-efficacy was. I learned from the pilot
study that I need to add a brief definition of what self-efficacy is in my interview protocol to
ensure that the participants know what it is. I was concerned that I did not have enough questions
to collect enough rich data for my research. However, I received rich responses from the
participant. The pilot interview that I conducted lasted around thirty-five minutes.
Data Collection
This dissertation used interviews as the data collection method. It is important at this
point to delineate between interview in a social sense and interview in a research sense.
Interviews can serve as a valuable conversation structure. However, in research, interviews serve
a purpose.
The use of the interview as a research method is nothing mysterious: An interview is a
conversation that has a structure and a purpose. It goes beyond the spontaneous exchange
of views in everyday conversations and becomes a careful questioning and listening
approach with the purpose of obtaining thoroughly tested knowledge. The research
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interview is not a conversation between equal partners because the researcher defines and
controls the situation. (Kvale & Brinkmann, 2009, p. 3)
Given the position of the researcher, interviews rely on the skills and judgments of the
researcher. For my dissertation, the data collection method of interviewing involved key steps
which include obtaining consent, conducting the interview, and interview follow-up.
Participant Consent
Following the step of participant selection after reviewing responses of the recruitment
email (see Appendix B), the next step was to establish the consent of the participants (see
Appendix C). This was an effort to both make personal contact as well as begin to establish a
rapport with the participants. After obtaining electronic consent, I sent the participants a
demographic questionnaire in order to obtain some information related to teaching experience
and certification (see Appendix D). I emailed the participants to inform the participants of the
structure of the interview as well as inform the participants that the interviews would be
conducted using Zoom video service and that I would record the interviews for transcription.
During this communication, the participant was thanked for agreeing to participate in the study.
The participants were informed that anonymity will be maintained throughout the process. No
names or other personal information related to the other participants was shared or discussed. In
addition, all recordings, transcriptions, and notes related to the data collection of interviews will
be safely kept at the home of the researcher in a locked filing cabinet. Finally, in consideration of
the current situation of the pandemic, participants were provided with a time and link to
participate in the interview using Zoom virtual meeting technology. Prior to any interview, the
participant agreed to the interview consent form. After consent was obtained, information related
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to the upcoming interview scheduled time and any related information was relayed through email
communication.
The Interview Process
After the interview time was communicated and mutually agreed upon, the interviews
were conducted. The interview protocol, including using the guide and script already established
was used for the interviews. Using the methodology of phenomenology, the data were collected
through listening to the descriptions of experiences by the participants. Before beginning the
interview, I reminded the participant that the interview will be recorded. I also relayed to the
interviewee that I would also be taking some notes as we go along in order to note any
expression change or other observations that may aid in my data collection. Creswell (2013) also
noted that it is a good idea to take notes throughout the interview in the event that there is an
issue with the audio recording. Though notes may be incomplete in comparison to actual
recordings, in the event that the audio malfunctions, notes transcribed can serve as a source of
data collection. Following the interviews, I thanked the participants for their participation. After
conducting the interviews, as suggested by Creswell (2013), I used a data collection matrix (see
Appendix G) so that I could keep track of my data collection materials. I correctly labeled and
stored all of the data. I electronically transcribed and printed the interviews so that I could
analyze the data.
I used participant validation during the data collection process. This added a level of
credibility to the data collection of my study. Participant validation, also referred to in research
as member checks, is considered to be the most reliable method for establishing credibility in an
interview study (Lincoln & Guba, 1985). When using participant validation during the research
process, it is important to consider both the research timeline as well as invasion of time of the
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participants. I notified the participants at the end of each of their interviews that I will be
following up with them if I have any follow-up questions that I feel need further explanation. I
also shared with them in a timely manner the results of the themes that I found in my study. I did
conduct one follow-up interview with one of the participants. I scheduled a time with the
participant to address the additional questions or comments. This step in the interview process
was respectful of the time of the participants with full understanding that some participants may
not be willing to devote additional time to the study.
Data Analysis
For data analysis, I used an integrative approach. According to Ravitch and Carl (2016),
the five key components of an integrative data analysis approach in qualitative research are: an
iterative process, both formative and summative analyses, theoretically influenced, mindfulness
of power influences and ethical considerations, and finally an active searching of alternative
perspectives. I evaluated the data after interviews with the three participants to be sure that I had
an adequate saturation of data (Butina, 2015). Saturation is reached “when an interviewer finds
repetition of the same information from the subjects” (Mwita, 2022). I centered the study around
the participants’ experiences as a nonnative Spanish teacher and I reported the findings of the
interviews of the participants using thick description (Creswell, 2013). I used coding as a data
analysis strategy in order to develop categories and from there find common themes from the
stories of the participants. After collecting my data through interviews of the participants, I used
inductive coding in order to analyze the data. Specifically, descriptive coding and in vivo coding
strategies were used (Saldaña, 2013). From there I looked for categories and finally common
themes. I evaluated the data after interviews with the three participants to be sure that I have an
adequate saturation of data (Butina, 2015). Saturation is reached “when an interviewer finds
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repetition of the same information from the subjects” (Mwita, 2022). I centered the study around
the participants’ experiences as a nonnative Spanish teacher and I reported the findings of the
interviews of the participants using thick description (Creswell, 2013). I used coding as a data
analysis strategy in order to develop categories and from there common themes emerged from
the stories of the participants. After collecting my data through interviews of the participants, I
transcribed the audio recordings in order to analyze the data. I used inductive coding in order to
analyze the data. Specifically, descriptive coding and in vivo coding strategies were used
(Saldaña, 2013). After coding the data, I organized the codes into categories. From the
categories, the themes emerged from the findings. I was able to find participants from different
schools so that there could be the strongest possibility for diversity of experience represented.
Data Collection Summary
The data collection consisted of an interview with each participant that lasted from fortyfive minutes to one hour and ten minutes. In addition, one of the participants agreed to a brief
follow-up interview that lasted approximately twenty minutes. All interviews were conducted
using Zoom technology to ensure that safety measures for COVID were followed. After consenting
to participate in the study, the participants completed the demographic questionnaire. The
interview protocol was used which consisted of thirteen questions. At times, follow-up questions
were asked to clarify or elaborate on responses to lead to a better understanding of the perceptions
of the participants.
After completing the interviews, the audio recordings were transcribed. Following
transcription, the process of coding began. The researcher used descriptive coding and in vivo
coding to code the transcripts. The initial coding process involved the researcher reviewing the
transcripts and circling possible key words and phrases. A second coding process was conducted
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where actual coding of the data was done. The primary form of coding used was in vivo coding in
order to attempt to adequately convey what the participant was trying to say using their own words
(Saldaña, 2013). Additionally, a document was created with each interview protocol question so
that codes could be easily viewed and analyzed according to each interview protocol question.
From the development of approximately 300 codes, 25 categories were formed.
Iterative Process
During the data analysis process, I recognize the need for an iterative nature of data
collection and analysis. This means that all aspects of the research process, from the
development of the research questions, to the establishing of the interview protocol, to the data
collection and analysis are all part of a whole. The process of constructing meaning through data
analysis relies on the data, not my own assumptions or temptations to generalize, as the
foundational support for my research.
Formative and Summative Analyses
For my study, the formative nature of data analysis occurs from the early stages of the
research process. As I prepared the interviews, I used reflective practices in order to try to most
effectively provide opportunities for the participants to share their stories related to the research
questions. In relation to summative analysis, the use of participant validation through providing
extensive rich data using the participants own quotes helped to ensure that my data analysis was
both accurate and effective in conveying their experiences.
Theoretical Triangulation
As a novice researcher, integrating theory into my research will be challenging. I
understand that it is necessary to have a theoretical framework for my research. However, I do
not want to unknowingly skew any portion of my research due to unrealistic expectations or
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preconceived notions in relation to my theoretical framework. Ravitch and Carl (2016) discussed
how theory can serve research as well as dangers of how theory can complicate a study.
[I]t is important to engage with at least enough theory from related fields to inform your
study and methods but not too much so as to make conclusions before you begin the
process. This can be tricky as you need to find a balance between using theory to drive
and ground a study, using it to support emerging learnings, and using theory to frame
and/or challenge your study findings. (p. 228)
During the data analysis of my research, I worked to ensure that the process is inductive, in that
the theoretical framework is used as a way of illuminating the data instead of transforming or
generalizing the findings.
Mindfulness of Power Influences and Ethical Considerations
It is important that I recognize the power issue related to me trying to adequately and
accurately study the experiences of someone else. Though I used strategies to improve research
validity, there is no way to completely eliminate the existence of my interpretational power. I
relied on using the experiences of others, as described in their words, in order to answer my
research questions.
Another ethical consideration is confidentiality. I maintained confidentiality in this study
through using pseudonyms for both the participants as well as the school names. In order to
ensure the participants that their identity will remain confidential, I reminded the participants that
all of the data collected during the study remains confidential and secure. Any transcriptions of
the participants were carefully labeled and secured at my home and will be destroyed after 5
years.
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Another ethical consideration is a respect for participants' open and documented consent.
After receiving approval to conduct the study, I received written consent from the participants
regarding participation and parameters of the study. The participants were made fully aware of
the protocol for both collecting, storing, and finally destroying all data related to this study. All
data is stored securely in a locking cabinet at the home of the researcher. After all audio files
were transcribed, they were destroyed. Finally, after keeping all data in a locking cabinet for five
years following the study, the information will be shredded. Qualitative research is personal and
individualized. It is important that I respect the confidentiality of participants. In an effort to
ensure proper handling and storage of data, I have created a data collection and storage matrix
(see Appendix F).
Trustworthiness
In a study where I am also an equal to the participants, it is important to establish
trustworthiness. I realize that I may know, be acquainted with, or recognize some of the
participants. One way that credibility can be established in a qualitative study is by establishing
credibility through member checking (Lincoln & Guba, 1982). After the interviews were
conducted, I had the participants review their transcripts and provide an analysis of the interview
to be sure that it is accurate and conveys their responses accurately. None of the participants
responded with a wish to change their responses. Another way that I established credibility was
through explicitly detailing my methodology. Transferability and dependability are other tenets
for establishing trustworthiness (Lincoln & Guba, 1982). I was able to establish trustworthiness
by providing a detailed methodology chapter and incorporating member checking in my data
collection process.
Chapter Conclusion
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In this chapter, I opened with a brief explanation of how phenomenology is the
appropriate qualitative method of inquiry to research the experiences of nonnative FL Spanish
teachers. I discussed the research questions and research design. In an effort to add reliability, I
discussed how I incorporated an interview protocol model using the Interview Protocol
Refinement framework as a model. This chapter also outlined participant selection, data
collection, as well as data analysis.
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CHAPTER 4
DATA REPRESENTATION OF SELF-EFFICACY DEVELOPMENT:
LEARNING, OBSERVING, “STEALING,” AND COURSE SELECTION
The purpose of this study was to explore what pivotal experiences nonnative Spanish FL
teachers identify as influencing their self-efficacy. Nonnative Spanish FL teachers must work to
plan, instruct, and facilitate the learning of a language that is a learned second language for them
as well. The addition of having to continually be students of the second language provides
unique challenges for nonnative FL teachers. To better understand this unique position, this
study explored the self-efficacy of three veteran nonnative Spanish FL teachers. This study
explored the development of self-efficacy of specifically experienced language teachers due to
efficacy often increasing with experience (Yeo et al., 2008). The data collection method used
was personal interviews. The participants were eager to share their experiences in teaching. All
three participants expressed their gratitude for my willingness to complete this project. Each of
the participants have taught language for over ten years in north Georgia. Each participant had a
unique journey that led them to eventually become a Spanish teacher. My research question was:
What experiences do nonnative Spanish FL teachers in north Georgia identify as influencing
their professional self-efficacy?
Profile of Participants
The three participants who participated in the interviews had several years of experience,
a diversity of educational experience, and a variety of experience related to courses taught, as
seen in Table 1. The first participant, pseudonym Stephanie, has taught Spanish for over 20
years. She has taught in several different schools in north Georgia. The second participant,
pseudonym Emma, has taught Spanish for over 10 years in north Georgia. She has taught in two
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different schools. The third participant, pseudonym Lydia, has taught Spanish for over 10 years
in north Georgia. She has taught in two different schools in north Georgia.
Table 1
Participant Demographics
______________________________________________________________________________
Participant

Years
Courses
Degrees Held
Teaching
Taught
Experience
______________________________________________________________________________

Stephanie

21+ years

Spanish I
Spanish II
Spanish III
AP a Spanish
ESOL b
Spanish Native Speakers

BA Social Science Education
MA Educational Leadership
Rank 1A in Secondary
Education
EdS Curriculum and
Instruction

Emma

11-15 years

Spanish I
Spanish II
Spanish Exploratory
Dual Language Immersion

Spanish for International
Business
MA TESOL and World
Languages

Lydia

11-15 years

Spanish I
BA Spanish with
Spanish II
Teacher Education
IB c Spanish
AP Spanish
Spanish Native Speakers
______________________________________________________________________________
a

AP is the abbreviation for Advanced Placement; this course level is designed to provide

college-level courses at the high school level.
b

ESOL is the abbreviation for English for speakers of other languages courses.

c

IB is the abbreviation of International Bacchealaureate. This is a program offered worldwide

that emphasizes globally-minded thinking, cultural diversity, and a rigorous academic
curriculum.
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Stephanie
Stephanie did not actually grow up in the state of Georgia. She grew up in another
southern state. She earned a teaching degree from another state, where language certification was
different. After taking the required number of hours of Spanish courses, she could then earn a
“teachable minor” after teaching the subject on a provisional basis for six years. Therefore,
though her teaching certificate was originally in History, she was able to add the teachable minor
of Spanish after teaching in her home state for six years. Not long after, she moved to the state of
Georgia. In Georgia, she went on to earn a Master’s degree in Educational Leadership. She also
furthered her education, earning a Specialist degree in Curriculum and Instruction. She has been
teaching for over twenty-five years, serving as department head at some of the schools. She has
been teaching Spanish at her current school for five years. She has taught beginning levels of
Spanish, Spanish for Native Speakers (SNS), AP Spanish, and ESOL.
Stephanie discussed how her college professor urged her to go ahead and take three
additional classes of Spanish so that she could add Spanish as a teachable minor to her teaching
certificate. She earned her bachelor’s degree in social studies education.
I was going to be a social studies teacher and I had to take three Spanish classes to
graduate from college. So, it was easy for me and we also had to have a minor to graduate
from college. So, my advisor suggested that I go ahead and take two more classes for
fifteen hours of Spanish so that I would have a minor. Once I did that, she pushed and
said why don’t you go ahead and take three more classes since you have to have
something and that will make it a teachable minor, with twenty-one hours. So, I did. And
I had no intention of ever teaching Spanish at all but I am happy, really ---really thankful
for her pushing me to do that. (Interview with Stephanie, April 18, 2022)

88

Stephanie would later teach Spanish in her home state and was able to add Spanish to her
teaching certificate so that she could teach it in the state of Georgia. She discussed how it was
difficult to find a job teaching social studies when she moved but she was able to easily find a
teaching position as a Spanish teacher.
Stephanie, though she did have a student teaching experience in Social Studies and not
Spanish, described her early years of teaching Spanish as really good experiences. She said that
it really helped that she had an outstanding high school Spanish teacher. She recalls doing a lot
of the things in her foreign language that she experienced while in foreign language class in high
school.
So, I had no formal training, no training on how to teach a language at all. Nothing. I just
copied off what people around me did. I copied what my Spanish teacher did in high
school, how she did it. (Interview with Stephanie, April 18, 2022)
All three participants expressed that they had positive experiences during the early years of their
teaching careers.
Emma
Emma grew up in Georgia. She attended Georgia State University where she earned a
Bachelor’s Degree in Spanish for International Business. She took Spanish in high school and
noted that her father owned a business and many of the people who worked in the business were
native Spanish speakers. While attending college, she went through several changes in her major
before finally deciding to major in International Business. During college, she was able to
complete an internship where she was able to really use and further cultivate her love of Spanish
language and culture. After taking time off while having children, she earned a post-bac degree
in Spanish Education so that she could teach Spanish. She has taught Spanish for twelve years in
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several districts in north Georgia and has also served as department head. She later went on to
earn her Master’s Degree in Teaching English to Speakers of Other Languages (TESOL) and
World Languages. She has taught beginning levels of Spanish, middle grades Spanish, Dual
Language Immersion (DLI), and ESOL.
Like Stephanie, Emma also studied Spanish in college, but not in preparation for one day
teaching it. As she pursued her degree in International Business, she recalled a conversation
while completing a study abroad program in Mexico.
When I was in Mexico, we did a study abroad in Mexico, and their conversation was
about what do you want to be and somebody said something about a teacher and I said,
oh no. Not ever. But I have always felt strongly about education. (Interview with Emma,
May 20, 2022)
Emma took several advanced courses in Spanish in college. Her intention while taking the
courses was never to one day teach the language. Unlike Stephanie and Emma, Lydia decided to
teach Spanish while she was in college and earned her degree in Spanish Education.
Lydia
Lydia grew up in the north Georgia mountains and always knew that she wanted to be a
teacher. However, when she entered high school, she met a Spanish teacher who would help her
to choose what she had a passion to teach. The rich experience of her high school teacher
sparked her love of the Spanish language and culture. She studied Spanish and earned her
Bachelor’s Degree in Spanish with Teacher Certification. She has taught in two different schools
and has taught all levels of Spanish, including IB Spanish, AP Spanish, SNS, and beginning
levels.
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Lydia credited her decision to teach Spanish with the powerful influence of their high school
Spanish teacher. She spoke highly of her high school Spanish classes and noted that her teachers
were excellent teachers who made learning the language fun. Lydia discussed the influence of
her high school Spanish teacher.
Oh my gosh, we did so many things together; we had so much fun. She did this thing, it
was called The Spanish Voices. We would go and sing at churches and stuff like that. It
was just so much fun and it made me fall in love with the language and the culture and
everything. (Interview with Lydia, April 24, 2022)
Lydia’s high school Spanish teacher was able to make a real-world connection with the
language, culture, and her classroom. Lydia recalled how she was able to go into the community,
due to the assistance and opportunities provided by her teacher, and use her language skills in
order to serve others and connect with others.
I got to do a lot of volunteer work in the community and using the language was
everything. I was able to because I spoke Spanish. I was able to love on people that didn’t
speak English and it was a beautiful experience for me. Even when I was 16 years old.
(Interview with Lydia, April 24, 2022)
The impact that a teacher can have on the lives of students is powerful. For Stephanie and Lydia,
the positive experiences that they had while in their Spanish classes in high school helped to
foster a love of culture and language that motivated them to learn Spanish and later become
teachers of the language. For Lydia, early on she participated in activities that began to shape her
self-efficacy in using the Spanish language. As Bandura’s theory of self-efficacy noted,
“[p]erformance accomplishments provide the most dependable source of efficacy because they
are based on one’s own personal experiences'' (Bandura, 1977b, p. 81). Lydia was developing
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her confidence and ability to speak Spanish early on in real-world settings. Her high school
Spanish teacher was able to guide and supervise her as she gained her confidence in her ability to
communicate and use the language.
Findings
From the inductive data analysis process, six positive self-efficacy influences emerged:
collaboration, purposeful practice, honesty with self, embracing lifelong learning, student
success stories, and teacher empowerment and professional growth opportunities, emerged.
Three negative self-efficacy influences emerged: teaching native speaker courses, negative
perceptions, and being asked to serve as a translator.
Positive Self-efficacy Development Experiences
This section presents each of the themes that emerged related to positive self-efficacy
development. For each of the themes, I have included direct quotes from the participants to
support the findings. All participants discussed the value of collaboration, honesty with self,
embracing lifelong learning, and student success stories. Emma and Stephanie discussed how
purposeful practice influences their professional self-efficacy. And finally, Lydia and Emma
discussed the positive influence of teacher empowerment and professional growth opportunities.
Collaboration
All participants overwhelmingly agree that their self-efficacy and confidence are
supported when they are able to collaborate with others: take and share resources, time, and
knowledge with other teachers in the field. Sharing can occur within the school, as noted by
Emma and Stephanie, within the district, as noted by Emma, or within conferences and
organizations, as discussed by Emma, Stephanie, and Lydia. Stephanie explained, “[T]he best
activities are stolen from other people” (Interview with Stephanie, April 18, 2022). Being able to
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take lessons and activities from others can provide nonnative Spanish FL teachers with valuable
resources to use, modify, and provide additional support to their lessons.
Both Emma and Stephanie discussed the value of the foreign language department
working as a team and sharing ideas and lessons. Stephanie talked about how she has learned so
much from the teachers she has worked with. “And the other is just having a good team of
teachers around you that do not hoard all of their stuff. They are willing to share” (Interview with
Stephanie, April 18, 2022). Emma also talked about how she worked with teachers who were
both willing and some who were not so willing to share resources.
You get those teachers who do not want to share anything. Like what is so remarkable,
are you going to patent that? Well no, you can’t. You are not going to sell a book. Could
you please just share a lesson plan? What works for your kids might work for my kids, so
why not share a little bit. (Interview with Emma, April 20, 2022)
Teachers can save so much time by simply sharing resources with other teachers. This process of
sharing, working together, and supporting one another can help nonnative Spanish FL teachers
develop their confidence in teaching.
Sharing of resources is not limited to schools or even districts. Lydia discussed how she
has learned so much by attending conferences where everyone is so willing to share ideas.
One hundred percent, IB training has been everything. I am going to another training this
summer. It is not so much about the teaching of IB, it is as much about the sharing of
everything. But really, the IB trainings have been the best because people are so open and
they share everything. That has been my best experience as a Spanish teacher. (Interview
with Lydia, April 24, 2022)
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Lydia mentioned how conferences are another great way to share and get ideas and resources
from others. Emma also mentioned professional organizations as a great way to share and get
resources. Stephanie, as well, talked about a regional conference that she used to attend annually.
She loved attending the conference because she learned ideas and activities that she could use in
her own classroom. It is important for teachers to share their resources, ideas, and activities with
colleagues. Vgotsky’s theory of zonal proximal development asserted that having an expert or
more knowledgeable person assist and support learners while learning a new task can improve
learning experiences (Margolis, 2020). Nonnative Spanish FL teachers share that they learn from
demonstrations, resources, and presentations of other teachers and experts. All participants agree
that they grow their self-efficacy in teaching when they are able to incorporate best practices and
strategies learned from conferences and professional organizations. It can take a lot of time to
plan a lesson and put together the activities, links, resources, and assessments. When teachers
share these with other teachers, time and effort can be directed toward the other duties that
teachers must do each day.
Purposeful Practice
Emma and Stephanie also discussed how purposeful practice helps them to support their
development of self-efficacy. Emma discussed how she would practice speaking Spanish with
her native-speaking colleague. She also listens to podcasts in Spanish as a way of maintaining
her language. Stephanie works on a project outside of her teaching position that involves
translating. She feels that this has really improved her language. When talking about the
translation project she reflects, “[y]ou just kind of get used to it and you just know, well, I cannot
really explain why but it is the subjunctive and it just is” (Interview with Stephanie, April 18,
2022). Especially for teachers who do not teach the upper-level language courses, it is important
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to practice the language. Stephanie works on a translating project as a way to make sure that she
maintains her language skills and vocabulary.
Honesty With Self: I Don’t Know
Self-efficacy is having confidence in what one can do. This, sometimes, means a
recognition and acceptance of our own limits. Language teachers, especially nonnative language
teachers, must understand that it is acceptable to not know every word in a language. This seems
logical, however, when presented with knowing how to say something, nonnative language
teachers, especially beginning language teachers feel like they will be perceived as incompetent
if they admit that they do not know something. Though all participants, Lydia, Stephanie, and
Emma revealed that they struggled with this initially, they have grown as professionals and
recognize that it is okay to say, I don’t know. Stephanie said, “[T]he thing with me is just that
you have to be able to say I don’t know, but you look it up and you tell me” (Interview with
Stephanie, April 18, 2022). She also discussed how in her beginning years of teaching, she did
not feel so confident in admitting that she did not know something. “I knew my limitations but
when you are younger you don’t want to tell someone that you can’t do something” (Interview
with Stephanie, April 18, 2022). As she gained experience, Stephanie was able to more openly
express that she may not know everything; and that is okay.
Emma also talked about how she felt as a beginning teacher. She was afraid that she
would be perceived as incompetent if she dared to say she did not know something in Spanish.
She has grown to embrace the lifelong learner philosophy that she can both model and share with
her students. She has become much more confident and understands that it is okay if you do not
know every word in the target language.
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Well, one thing that I have learned is that initially, I had that same concept that oh, you
are supposed to know everything. Like with heritage kids, they are like, “that is not how
you say it.” Well, your family is from where, how many other countries are there that
speak Spanish? There is a lot of variation in our language and I call it my language. And
so that is one thing. And being able to say, well, I don’t know how to say mortar. I am not
an artist so I don’t know how to say the word easel. Whatever it is. However, I do know
how to find out because I had good teachers who taught me how to use resources. So let’s
get a resource. What resource should we use? (Interview with Emma, April 20th, 2022)
Nonnative Spanish FL teachers are going to be faced with issues of not knowing every word.
Also, native speakers may know one word for something in Spanish that is not the same in other
parts of the world. One example of this is the word for swimming pool. In Spain the popular way
to say swimming pool is la piscina. In Mexico, however, the word for swimming pool is la
alberca. Both words mean swimming pool. It just depends on where a person is from when
determining what the heritage speaker would use. This is one example of many words in Spanish
that have multiple words for the same thing. Nonnative Spanish FL teachers face unique
challenges related to knowledge of the content that is linked to their identity of not being a
heritage speaker. With additional issues of regional vocabulary variation, being able to say “I
don’t know” and not feel inadequate or somehow not qualified is something that nonnative FL
teachers should understand and establish during the beginning of each new school year and set of
students. It is important to realize that not knowing everything is acceptable and that learning is
what we should all be in the habit of continually doing.
Embracing Lifelong Learning
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This theme coincides well with the previous theme of being honest with oneself. No
matter what your native language is, you will, throughout your lifetime, constantly be learning
new words. This is the same in learning a foreign language. Stephanie discussed the process of
learning and improving her grammar understanding by working on her translation writing
project. Emma discussed how she listens to podcasts in order to continually be improving her
vocabulary and cultural knowledge. Cooke and Faez (2018) discussed how teacher self-efficacy
related to language development of nonnative teachers were different if the teachers were put in
positions where they were required to use the language more. The study suggested that teachers
of immersion French classes, compared to teachers who taught the basic foreign language
courses in high school, developed a much stronger teacher self-efficacy. Nonnative FL teachers
should be encouraged and supported to teach the more demanding language courses so that they
can have opportunities to grow and expand their knowledge and confidence in using the
language. Instead, sometimes the nonnative FL teachers are given the lower level language
courses to teach. This does not provide encouragement for lifelong learning. Teaching and using
Spanish immersion require teachers to really work and improve their language skills in order to
conduct the class in the target language. The teachers also mentioned that there were many other
French teachers at their school so the opportunities to collaborate with colleagues were another
benefit for them. Nonnative language teachers who realize the necessity and value of practice in
the target language can improve their self-efficacy through careful planning and practice with
using the language in instruction as well as practicing the language using resources outside the
school to further develop language skills.
Lydia also discussed the value of embracing the philosophy of lifelong learning. She
shares her belief with her students early on in their language learning journey. “I think that
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telling my kids that I was where they are. I have the same experience. I started studying Spanish
in the ninth grade. I started then as a language learner” (Interview with Lydia, April 24th, 2022).
When learning a second language, it may seem to be a daunting task. Nonnative speaking
Spanish FL teachers can share with their students their own personal journey of language
learning. They can relate to the struggles that students may face because they learned, and are
still learning, the language in much the same way.
Student Success Stories
Stephanie, Emma, and Lydia all discussed how student success stories are important in
their confidence development in teaching a foreign language. When students performed well at a
regional competition, Emma explained how she felt accomplished and successful. She was proud
of her students. Her confidence was increased when other teachers in her system recognized her
student’s accomplishments.
Stephanie’s confidence is supported when she hears anecdotal stories from current and
former students. She has had students come back and tell her how much they appreciate her and
how she encouraged them to learn another language. Other ways that students can share success
stories is by having current students describe how they use their language skills in public.
They say, “I had a lady come talk to me in Spanish and I could answer her.” So you are
like “yea! You can tell her small, medium, or large! And you can tell her how much
something costs!” That is important. They are proud of themselves. They know that this
is something that they actually can use. (Interview with Stephanie, April 18, 2022)
When our students do well, we feel like we are successful. We feel that we are competent in our
skills in teaching a foreign language. Having students do well in speaking the language in
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environments outside the controlled classroom can have a positive effect on the self-efficacy
development of nonnative Spanish FL teachers.
Teacher Empowerment and Professional Growth Opportunities
Lydia and Emma discussed how teacher empowerment and professional growth
opportunities created by the school and the district provided opportunities to support their
confidence in teaching a foreign language. Lydia was provided with the opportunity to have an
advisement group of native speakers. This was not a teaching role, but rather a support role for
the students. She spoke Spanish for the majority of the time in order to communicate effectively
with the students. The students were so appreciative of her willingness to speak to them in their
heritage language.
They are an EL class so every advisement class I do in Spanish. And I have started with
them when they were in the 9th grade. They went to my department chair and said, “wow,
her Spanish is so pretty.” So, I think that with the students I have never had a negative
experience. And they realize that my Spanish is actually a lot better than theirs.
(Interview with Lydia, April 24, 2022)
Lydia was able to use her Spanish to build relationships with the heritage Spanish speakers in her
school, not as a language teacher, but as a support teacher. The students responded well to the
translation support that she provided. Additionally, she was able to receive positive feedback
related to her language skills which further supported her confidence in speaking Spanish. The
opportunity to serve as an adviser while also using her language skills gave Lydia this unique
opportunity to gain confidence in her conversation skills and strengthen her self-efficacy.
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Emma also talked about opportunities of serving in other capacities outside of language
teaching that helped to build confidence. The district foreign language director gave teachers the
opportunity to present activities to the county for professional learning growth.
The way that he directs his professional development activities within the county are so
empowering because he asks the teachers to submit proposals. There are PEAK awards.
And they have this rubric and you actually get awards. And the classes that you take on
the professional development days are teacher-led. They are classroom things that this
teacher does in his or her classroom. And so all of that experience has made me more
confident. (Interview with Emma, April 20th, 2022)
Emma talked about how she felt empowered to both participate and lead the sessions as well as
how she felt empowered through the learning of new language teaching strategies by watching
and listening to teachers actively demonstrate strategies and activities. We not only learn through
doing, but also through vicarious experience as well (Bandura, 1977b). These experiences can
help bolster our confidence as we gain more and more knowledge and insight on how to
successfully teach the language. When administrators and county department directors provide
these types of opportunities, teachers can grow in their confidence as a teacher and as a leader.
These successful experiences use controlled conditions where teachers can adequately plan and
prepare. The teachers learn from one another, thus having the opportunity to improve selfefficacy through vicarious experiences. Also, the presenters are growing in their self-efficacy as
they are able to experience successful opportunities to not only be a teacher but a teacher leader
as well.
Negative Self-Efficacy Development Experiences
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When the participants were asked about negative experiences, three themes of negative
experiences emerged from the data. Stephanie and Lydia said that teaching Spanish native
speaker (SNS) classes are negative experiences. Additionally, in relation to negative experiences,
negative perceptions were mentioned by all three participants. Finally, being asked to translate
was also discussed by all three participants. The three themes that emerged in relation to negative
experiences are: teaching native speaker courses, negative perceptions, and being asked to
translate.
Teaching Native Speakers Courses
There are unique challenges for nonnative Spanish FL teachers when teaching SNS
courses. It is not a foreign language course, but rather a course designed to grow native Spanish
speakers in their knowledge of language and culture. This course is recognized as a modern
language course in the state of Georgia. The increasing number of heritage language speakers in
the United States has created the necessity of creating SNS courses for students. All three
participants found that teaching these courses produced unique challenges.
First, teaching native speakers. I do not feel like that is why I started teaching Spanish.
That is not why I started teaching Spanish and it is not why I fell in love with it. I am
really thankful that my administrators are not putting me in that position again. Not
because I am not capable of it but because it is not what I love. (Interview with Lydia,
April 24th, 2022)
Lydia articulated that she did not find her capacity diminished by teaching the native speakers’
class, however that is not a foreign language course model and she did not feel adequately
prepared and trained to teach the course. She also added that there was not a lot of curriculum
material available to teach the course. Currently, in the state of Georgia, there are no specific
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guidelines related to when a student should be put in a traditional Spanish foreign language class
or a SNS class. Students who are heritage speakers of Spanish can technically take two
traditional Spanish FL classes to fulfill the college requirement for foreign language. Native
Spanish speakers can also take two SNS courses to fulfill the college requirement. Schools and
school systems vary in the guidelines for placement of students. Though currently, most schools
offer SNS courses, there are some school districts that do not have the enrollment of heritage
speakers to create the course. Heritage Spanish speaking students are placed in a Spanish FL
course to fulfill the college language requirement if another language is not offered at the school.
These classes are not substitutes for ESOL courses, which are courses that are regulated under
Title VI of the Civil Rights Act of 1964 (U.S. Department of Education). In relation to foreign
language education, there is a lack of government support related to legislation on this matter.
Teachers and students alike struggle with placement, resources, and guidance (Sanders & Alley,
2013; Peyton et al., 2001). Stephanie also shared her experience with teaching the SNS course.
[W]hen I had to teach the native speakers’ class, they could say stuff that I had no idea
what they were saying. Or if they were being mean, their little sayings or they wanted to
argue with you that it was supposed to be this way when we know for sure that it is not
that way. (Interview with Stephanie, April 18, 2022)
Heritage speakers of Spanish can take the course sequence to fulfill their Modern Language unit
requirement for entrance into the University System. It can be challenging for teachers to teach
these courses when the level of language among students can vary so much. Also, teachers may
struggle with finding adequate resources and textbooks. The Center for Applied Linguistics has
created a source list of resources available to teach Spanish for Native Speaker courses in order
to support language teachers (Peyton et al., 2001).
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Negative Perceptions
Experiences with negative perceptions from administration, colleagues, and parents
related to being a nonnative Spanish FL teacher were mentioned by Emma and Lydia. Emma
recalled an experience where she felt negative perceptions from her administration.
Well, the whole like, preparation point and the side glances and comments and stuff from
other people in the county and not only by Spanish speakers but by other people in the
county, like teachers, asking “are you able to do that job?” And the culture of it is “we
don’t think you can do this.” I have already got this “imposter syndrome” of “do you
speak Spanish?” (Interview with Emma, April 20th, 2022)
Nonnative FL teachers are sometimes treated like imposters. They are not viewed as authentic
speakers of the language but rather “imposters” who are somehow attempting to do so. There is a
sentiment held by some that the most suitable person to teach a foreign language course is a
native speaker (Berger, 2014). Clearly, native speaking teachers have a more comprehensive
knowledge of the language in relation to depth of the vocabulary. This does not mean that
nonnative speaking teachers cannot also be effective teachers. Nonnative speakers recognize that
there are those who question their ability to teach a language that is not their native language.
The environment related to how others perceive us can create a school climate where faculty and
administration can affect a teacher’s self-efficacy (Swanson, 2008). Teacher confidence can be
affected if they feel that their administration questions their competency and ability. For Emma,
she felt a sense of inadequacy from the questioning she received related to her ability to teach the
language immersion courses. This affected her ability to teach and it diminished her sense of
self-efficacy in her ability to teach the course.
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Sometimes nonnative Spanish FL teachers can feel that the perceptions of others in
relation to their position as a FL teacher affects their self-efficacy. When others question their
competency and teaching, this can cause nonnative FL teachers to question their ability and
capability to teach the language. Administrators, parents, and students may inadvertently say
something or do something that makes them feel that they are not accepted or respected due to
their identity as a nonnative speaker.
Filling the Role of Translator
Finally, all of the participants identified being called to translate as a negative experience
of being a nonnative Spanish FL teacher. As the Spanish speaking population continues to grow,
there is more and more of a need to have people in the school system who are bilingual in order
to effectively communicate and translate for parents and guardians. As Spanish teachers, it is
sometimes considered a duty to translate as needed for parents. This is not something that
Spanish teachers signed up for nor were they trained in this capacity. This presents situations
where the nonnative Spanish FL teacher may feel like they are being put in the spotlight where
they may encounter situations where they may not be adequately prepared to serve in this
capacity. This additional duty can be an added stressor for teachers. Emma described how she
experienced the pressure of being called on to translate.
So we had, in middle school, conference days. And they expect you to go to these
conferences. And my heritage speaking colleagues were all about it. And they want to
volunteer all over the place and get brownie points. I am like, I need to deal with my own
kids and my subject area is important too. And if you are asking me to do a different job,
then I cannot do my job. (Interview with Emma, April 20, 2022)
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Translating is technically not the job of Spanish language teachers. This is not what these
teachers are trained to do and they should not feel judged in relation to their performance or
willingness to translate for the school. Teaching a foreign language to beginning or experienced
language learners is different from serving as a translator of another language. Yet, these
teachers feel pressure to serve in translator capacities (Colomer & Harklau, 2009). Otherwise,
they feel that they will be viewed, according to Emma, as difficult or, according to Stephanie,
incapable.
Chapter Conclusion
In this chapter I have reported the results of my study. I first shared a demographic
description of the professional journey of each of the three participants, Stephanie, Emma, and
Lydia. I presented the pathways that led them to become FL teachers. I also presented a section
that discussed student teaching and the beginning teaching experience of the participants. I
presented a section that explored the themes that emerged from the data related to positive selfefficacy experiences during their teaching. I also presented a section that explored the themes
that emerged from the data related to the negative self-efficacy development of the participants.
The six themes that emerged from the study that the participants identified as improving their
self-efficacy were: collaboration, purposeful practice, honesty with self, embracing lifelong
learning, student success stories, and teacher empowerment and professional learning
opportunities. The three themes that emerged that the participants identified as negatively
affecting their teacher self-efficacy were: teaching native speaker classes, negative perceptions
from others, and being asked to serve as a language translator.
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CHAPTER 5
DISCUSSION OF THE “VISTAS Y EXPERIENCIAS”
The purpose of this study was to explore what experiences nonnative Spanish FL teachers
in north Georgia identify as influencing their professional self-efficacy development. For this
study, I used phenomenology as my methodology. I conducted in-depth interviews in order to
answer my research question:
What experiences do nonnative Spanish FL teachers in north Georgia identify as influencing
their professional self-efficacy?
My study used the self-efficacy tenet of social cognitive theory developed by Bandura
(1977a, 1977b, 1986, 1993, 1997) in order to explore the development of professional selfefficacy of experienced nonnative Spanish FL teachers. Through conducting the interviews,
findings emerged that shed light on experiences that help to build the self-efficacy of the
participants as well as some of the experiences that negatively impacted the self-efficacy of the
participants. These experienced teachers discussed both positive and negative experiences. They
provided insight into the world of language teaching in order to share with others how they have
grown their self-efficacy. All three participants have taught for over ten years in north Georgia.
They have made it through the early years of teaching. The experiences that they describe have
strengthened their self-efficacy. According to Bandura (1977b), the development of self-efficacy
is a beneficial coping mechanism that builds a person’s confidence in performance.
Perceived self-efficacy not only reduces anticipatory fears and inhibitions but, through
expectations of eventual success, it affects coping efforts once they are initiated. Efficacy
expectations determine how much effort people will expend, and how long they will
persist in the face of obstacles and aversive experiences. (p. 80)
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The experiences of positive self-efficacy that we have can help to reduce the effects that negative
experiences may have on our future perceptions of success and failures in performance
situations. This study discussed some of the obstacles that the participants faced in relation to
their self-efficacy development. However, these obstacles did not deter them from teaching and
developing a professional positive self-efficacy. They are teachers who all positively perceive
their self-efficacy as language teachers. In this chapter, I will provide more analysis of the
findings of my study. I will discuss both the positive experience findings and the negative
experience findings. I will also discuss the relevance of this study in Curriculum Studies and
implications to the field. I will present limitations, delimitations, and assumptions of my study. I
will conclude with a discussion of possible future research related to the findings.
Discussion of Self-efficacy Experiences
The findings from my study revealed six themes that nonnative Spanish FL teachers
describe as positively developing their self-efficacy as a foreign language teacher. I will discuss
the six findings that emerged in this study related to positive self-efficacious experiences as they
relate to my theoretical framework of self-efficacy and the literature in the field. The six findings
of experiences that positively influence self-efficacy are: collaboration, purposeful practice,
honesty with self, embracing lifelong learning, students sharing success stories, and teacher
empowerment and professional learning opportunities. I will also discuss the three themes that
emerged in this study related to experiences that negatively impact self-efficacy: teaching native
speaker courses, negative perceptions, and being asked to serve as a translator. The discussion is
presented using the key tenets of self-efficacy theory, according to Bandura (1977a, 1977b) of
performance accomplishments, vicarious experiences, verbal persuasion, and emotional arousal.
I Can Do This: Performance Accomplishments and Mastery Experiences
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Performance accomplishments are influential in self-efficacy development. These
experiences are influential due to the influences that they have on future experiences. Bandura
(1977a) found that a person’s self-efficacy, more so than actual past performance, is an indicator
of success in future situations. In other words, when a person establishes a strong self-efficacy
regarding a certain task, there is less likelihood that occasional experiences of disappointment or
failure will have an impact on self-efficacy. “After strong efficacy expectations are developed
through repeated success, the negative impact of occasional failures that are later overcome by
determined effort can strengthen self-motivated persistence” (Bandura, 1977a, p. 195). Teachers
who develop mastery experiences, thus increasing their self-efficacy, are able to overlook some
experiences of failure when their self-efficacy is strong (Woolfolk & Hoy, 1990). Perceptions of
mastery experiences can actually have more value in predicting future performance than past
successes themselves.
Past performance was therefore of limited value in predicting what subjects would be
able to do when confronted with more threatening tasks. However, efficacy judgments
proved to be good predictors of degree of behavioral change resulting from partial
mastery experiences. Self-efficacy predicted subsequent performance as measured at
different points in treatment in 92% of the total assessment tasks. (Bandura, 1977a, p.
211)
As teachers engage in performance accomplishments, their self-efficacy increases. As their selfefficacy grows, so does their confidence in future successes. The themes of purposeful practice,
embracing lifelong learning, and student success stories are related to performance
accomplishments.
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The participants discussed how they used purposeful practice of their language skills in
order to improve their confidence in using the language in the classroom. As teachers of a
language in a classroom made up of beginning learners of the language, teachers should work to
continually use and practice their language and abilities. When teachers engage in purposeful
practice, they are increasing their competency in the language. This is especially important for
nonnative language teachers who both teachers of the language as well as learners. Samuel
(2016) posited that teachers who perceive that their language competency is strong are more
likely to incorporate a wide variety of instructional strategies. The study found that teachers who
have lower perceptions of language competency are less likely to choose to incorporate some
proven engaging student activities because they feel that their level of language proficiency may
not be adequate. Purposeful practice provides opportunity for nonnative language teachers to
improve their language competency.
Another study also linked purposeful practice as positively associated with positive
teacher self-efficacy in relation to teaching a foreign language. Cooke and Faez (2018) found
two differing self-efficacy views that were correlated with the level of language that the teachers
taught. There were two types of teachers who participated in the study, core French teachers and
French immersion teachers. The core French teachers rated their self-efficacy much lower than
the French immersion teachers. The French immersion teachers are challenged with using the
language almost exclusively during instruction and delivery in the classroom. Teachers must
incorporate extensive use of the language to teach immersion courses. This may be challenging
for teachers initially, however, the study found that the immersion teachers grew in language and
in their perceptions of their self-efficacy over time.
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Successes raise mastery expectations; failures lower them, especially if the mishaps occur
early in the course of events. After strong efficacy expectations are developed through
repeated successes, the negative impact of occasional failures is likely to be reduced.
(Bandura, 1977b, p. 81)
It is crucial that as teachers we experience successes.
As Fraga-Cañadas (2010) discussed, the majority of teachers who were teaching the
upper-level courses were the native speakers while the nonnative teachers became complacent
teaching the lower level courses. However, the rigor and preparation that it takes to teach these
upper-level courses can provide the framework for nonnative FL teachers to continually be
learning and expanding their knowledge and understanding of the language.The rewards that can
come from teaching the upper-level courses can motivate teachers. As Swanson (2010) reported
in a study, the main reason language teachers cited for leaving the profession was frustration
with teaching the lower levels. Teaching the upper-level language classes can build the
confidence of nonnative FL teachers as they foster the attitude of lifelong learning early on.
It is beneficial for foreign language teachers to use the target language and practice
speaking the language in a variety of ways and situations. All participants agreed that
maintaining a growth mindset was necessary in order to support their development of selfefficacy. Even if the purposeful practice and language use is linked to using the language
extensively in the advanced course offerings of foreign language levels, it is encouraged that
foreign language teachers embrace lifelong learning of the language and build their competency
and confidence through using the language in capacities outside of teaching beginner language
courses. As Aydin (2016) discussed, beginning teachers found that anxiety with language
proficiency and inexperience, not self-efficacy, was an issue for them. Self-efficacy is built over
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time. Beginning teachers need to be exposed to situations to grow, use, practice and expand their
language proficiency so that their efficacy related to language competency can begin to grow.
When students earn awards and find success using the language, nonnative language
teachers feel like they are succeeding also. Opportunities for student success play important roles
in the self-efficacy development of the participants. Teachers need to encourage students to
practice their skills in speaking Spanish outside of the class. When students are successful in
using the language in situations outside of the classroom, the confidence of language teachers
also increases. The anecdotal stories of success that students share provide a sense of
accomplishment for teachers. The student success stories help to increase the self-esteem of the
participants. When self-esteem increases, as self-efficacy grows, it is likely that instructional
delivery will improve for FL teachers (Smith-Justice, 2017). Teachers will have more confidence
to try new strategies. Possible occasional failure will have less likelihood to affect the overall
self-efficacy of nonnative FL teachers.
Teachers should also look for opportunities to provide students language competitions of
performance and assessment. These celebrations of student accomplishment are also
opportunities for both students and teachers to learn, grow, and celebrate language course
achievement. Standard assessments already exist in the upper-level AP and IB courses. However,
in the beginning level courses, the external assessments do not exist. Therefore, teachers and
students could benefit from participating in language contests and competitions where they can
earn recognition for their language learning.
Nonnative Spanish FL teachers need to understand that language learning is a lifelong
journey. They cannot expect to feel completely confident in language use for the first years of
teaching. Their confidence will grow as their experiences in using the language grow (Aydin,
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2016). They need to embrace the growth mindset and the need to create ways to incorporate
purposeful practice into their schedule. As they continue to teach, they will also benefit from the
successes of their students. Building mastery experiential growth will take time.
What Works for You Could Work for Me: Vicarious Experiences
According to Bandura’s theory of self-efficacy, another type of experiential learning is
learning through vicarious experiences. Vicarious experiences are experiences that one observes.
As we observe others carry out a task, we determine, through observation, if we would be
successful in completing a similar task. Bandura described how vicarious experiences influence
someone's efficacy through observation. “They persuade themselves that if others can do it, they
should be able to achieve at least some improvement in performance (Bandura, 1977a, p. 197).
All three participants discussed how teacher empowerment and professional learning
opportunities helped to build their self-efficacy. These opportunities for growth included
opportunities for the participants to participate in leading others in professional learning, as well
as the participants having opportunities to observe other foreign language teachers model
instructional strategies. Two of the three participants found these learning opportunities to be
beneficial for them.
Professional development was an important part of the self-efficacy development of all
three participants. In smaller schools where there are fewer teachers of foreign language, it is
important that teachers are provided with opportunities to continually develop their language and
cultural competence. Fraga-Cañadas (2010) discussed the need for nonnative teachers to be
provided with opportunities to participate in professional development. The study noted that the
language growth of the participants since graduating college was disappointing. Providing
language teachers with resources and opportunities to continually grow in their language
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competency and language teaching skills can help to improve the self-efficacy of language
teachers (Swanson, 2010; Willard, 2011). Burke (2006) discussed the need for beginning
teachers to be provided with opportunities to use and reflect on various methods of teaching a
foreign language in order to discover what methods work best for them. Teachers should be
provided with opportunities for professional development so that they can learn and develop
their own style. This is a process that takes time and professional learning (Tsui, 2009). As
Smith-Justice (2017) discussed, teaching a foreign language in schools in areas where there are
not many FL teachers, there is a need for systems to provide professional learning opportunities.
However, many systems do not focus targeted, content specific professional learning for foreign
language teaching because there are not standardized testing strings attached to student foreign
language performance.
You Can (and Are) Doing This: Verbal Persuasion
Another tenet of self-efficacy theory that influences self-efficacy is verbal persuasion.
This form of self-efficacy influence is not as influential as actual experiences; however, it can be
beneficial to self-efficacy development. Bandura described this tenet. “[P]eople who are socially
persuaded that they possess the capabilities to master difficult situations and are provided with
provisional aids for effective action are likely to mobilize greater effort than those who receive
only the performance aids” (Bandura, 1977a, p. 198). My study revealed that teachers
participating in collaboration is an effective way to develop self-efficacy as FL teachers. All
three participants acknowledged the importance of language departments working together as a
team and sticking together in support of one another.
Through the sharing of accounts of efficacious experiences with one another, teachers are
able to learn from the experiences of others about successes and failures in the classroom. All the
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participants in my study expressed how collaboration was key to their professional self-efficacy
development. All three participants discussed how they grew professionally through taking ideas
from others and using them in their own classroom. Native and nonnative speaking foreign
language teachers need to work together and support one another in order to build the programs
in our schools. Whether the teachers are native speakers or nonnative speakers, it is important to
support one another and share resources and guidance. As Aydin (2016) discussed, beginning FL
teachers did not cite self-efficacy as an influence of their teaching anxiety. This is quite possibly
due to their beginner status and having little experience in developing teacher self-efficacy. In
foreign language departments, it is clear that beginning teachers, especially nonnative foreign
language teachers, feel that they need support in areas like language proficiency and mastery
experiences. Moving forward, it would be beneficial for foreign language departments to develop
plans to address ways to collaborate, provide resources, and support beginning teachers to be
sure that purposeful collaboration and sharing is taking place. Schools and districts should work
to provide collaboration opportunities so that FL teachers can develop a support system with
other FL teachers. They can work to support and uplift one another as they share stories, ideas,
solutions to problems, and anecdotal stories of successes and failures.
I Accept Who I Am and What I Can (And Cannot) Do: Emotional Arousal
The final tenet of self-efficacy theory is emotional arousal. This tenet affects a person’s
efficacy as it relates to negative emotions that can arise during certain situations and how these
negative emotions can be viewed as less threatening. Bandura described this final tenet.
Stressful and taxing situations generally elicit emotional arousal that, depending on the
circumstances, might have informative value concerning personal competency.
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Therefore, emotional arousal is another constituent source of information that can affect
perceived self-efficacy in coping with threatening situations. (Bandura, 1977a, p. 198)
All three participants in the study revealed that they have learned to deal with the feeling of
inadequacy that all nonnative language teachers feel at some point related to language
competency. It is not a requirement that to be a Spanish teacher, one should know how to say
every word in the target language. That is a ridiculous demand. However, as beginning teachers
enter the foreign language classroom, it is important that they understand that it is okay to say, I
don’t know. As a language teacher who has been teaching for more than twenty years, I have
come to accept that I do not know every word. I can deal with situations where a student asks me
a word in Spanish and I do not know it. However, I can remember times when I first started
teaching when I really struggled with what others would think of me if I said, I don’t know.
Emotional arousal, the fourth tenet of self-efficacy, is important as it targets “efficacy
expectations in threatening situations” (Bandura, 1977b, p. 82). When teachers are faced with the
situation of not having the answer to questions related to content, the coping skill of feeling
confident in saying that I don’t know may strengthen their confidence. For many, emotional
arousal, especially feelings of fear and anxiety, can greatly hinder performance. When teachers
understand that this emotional arousal of fear of not knowing can actually be replaced by
feelings of acceptance of not having to know everything can relieve pressure and anxiety
(Bandura, 1977b). The effect that anxiety can have on performance can create immediate
physiological reactions that can affect performance.
Instead of allowing the trigger of “not knowing” to create feelings of anxiety, all three
participants noted that they accept that they do not have to know everything in the language. This
is a valuable coping skill that helps nonnative speakers anticipate a less anxious experience.
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“Perceived efficacy to exercise control over stressors plays a central role in anxiety arousal.
People who believe they can exercise control over their threats do not conjure up disturbing
thought patterns'' (Bandura, 1993, p. 132). They instead use opportunities of not knowing to
become opportunities for discovery of further language for their students as well as an
opportunity to remind students that we should all be lifelong learners. Nonnative Spanish FL
teachers can serve as inspiration for students learning Spanish. Teachers can share inspirational
stories of learning, struggle, and growth related to second language learning. Teachers can serve
in the role of facilitators and inspire students as they model learning and continued language
growth.
Spanish, like most languages, is diverse. There are regional differences, cultural
differences, and social differences in the language and culture. The expansive wealth of content
should not be seen as something to fear, but instead something to appreciate. Nonnative Spanish
FL teachers are not expected to know every word and cultural aspect. Nonnative Spanish FL
teachers should instead look at the situations where they must respond with I don’t know as an
opportunity to learn something new. It is also an opportunity to model culture and language
appreciation for their students.
In conclusion, the participants shared similar experiences of positive self-efficacy
development. First, it is vital that nonnative Spanish FL teachers practice the language in and out
of the classroom, embracing the philosophy of being a lifelong language learner. It is also
beneficial for teachers to work together within departments and share resources with one another.
Nonnative Spanish FL teachers need opportunities for teacher empowerment and professional
growth as well. Another way that teachers improve their self-efficacy is through the verbal
persuasion of students who share how they have succeeded in using the language. Finally, in
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order to diminish feelings of possible anxiety, nonnative Spanish FL teachers should accept that
it is okay to have to say I don’t know. It is impossible to know every word in a language.
Teachers can model for students a pedagogy of lifelong learning that finds enjoyment in learning
and expanding language and cultural knowledge.
Discussion of Negative Self-efficacy Experiences
The findings revealed three themes related to negative experiences of self-efficacy
development of the participants: teaching native speaker classes, negative perceptions of others,
and being asked to serve as a translator. All three participants agreed that negative perceptions of
others have affected their self-efficacy. All three participants also discussed that being asked to
serve as a translator can have a negative effect on their professional self-efficacy. Two of the
three participants agreed that being asked to teach a native speakers’ class had a negative effect
on their self-efficacy.
First, two of the three participants discussed how they had negative experiences while
teaching a SNS class. I have taught Spanish for over twenty-five years. When I first began
teaching at my school, there was not a native speakers’ class. Now, we have two levels of the
SNS class. The class at my school has always been taught by a Spanish native speaker. I know
that sometimes within the department we have discussed perhaps changing who is teaching what,
and I have never had the desire to teach the course. I know a lot of the students in the courses. I
do not feel like I could not teach the course. However, I recognize the preparation that I would
have to do in order to teach the course, and I always ask to teach a course that I am familiar with
teaching. As the literature noted, second language learning is different from teaching and
expanding on one’s heritage language and culture learning (Cook, 1997). Teachers do not want
to teach a SNS course because they feel that this is not a foreign language course. The
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curriculum and purpose of the course are not to open up the world of learning and respecting
other languages and cultures. Instead, the goals of the course can vary from developing the
language, learning about cultural heritage, improving literacy in the target language or preparing
for job-related Spanish (Peyton et al., 2001). Having additional instruction and training on how
to teach SNS courses would be beneficial for FL teachers who teach SNS courses. The
instructional strategies to teach the skills for SNS courses are different from traditional FL
courses. Teachers would feel more comfortable teaching these courses if they were trained to
best serve heritage Spanish speaking students. The preparation and level of Spanish use are
intense for the upper-level Spanish courses and the SNS courses. As Berger (2014) discussed in a
study of native speaking teachers, native speakers do have the additional benefits of increased
confidence of intuition in the language and freedom to teach which tends to be more fun and
flexible. Nonnative Spanish FL teachers face struggles in the classroom where they are not
teaching Spanish as a foreign language, but instead as a native language. Some of the struggles
are instructional, as these teachers are using methods learned to teach foreign languages to teach
a native language (Peyton et. al, 2001). As colleges look at the curriculum, it would be beneficial
to also look for ways to better prepare nonnative Spanish FL teachers to teach the SNS courses
as the population of heritage Spanish speakers continues to grow.
As the population of heritage speakers increases, it is important that the educational
system develops programs that best support the students. In Georgia, Sanders and Alley (2013)
posited that heritage speakers of Spanish are likely to have one of the four following experiences
related to language learning. (1) A heritage Spanish student can be enrolled in a traditional
Spanish I course. This occurs quite often, especially in rural school districts where there does not
exist a SNS course. (2) School officials enroll Spanish heritage speakers in another foreign
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language such as French. (3) Currently, in the state of Georgia, students can receive two levels of
language credit and are exempt language courses all-together (Georgia Department of Education,
n.d.). (4) Heritage Spanish speakers can take a SNS course. Sanders and Alley (2013) concluded
that the best option for students is to be enrolled in the SNS course in order to further develop the
language skills of the heritage Spanish speaker. However, as schools struggle to find personnel
qualified to teach Spanish courses, there is a fear that the courses may not be offered for many
students. This dilemma is something that both teachers and students struggle with. There is the
need to meet the needs of the students through expanding their knowledge and use of Spanish
language and culture. There is also a need to better equip teachers to teach SNS courses.
All three participants mentioned how their self-efficacy was influenced by perceived
negative perceptions of others. As this finding related to the tenets of self-efficacy theory, all
three participants discussed how verbal and nonverbal treatment from others negatively affected
their self-efficacy and contributed to a negative environment that stemmed from them being
nonnative Spanish FL teachers. The negative school environment consisted of negative gestures,
requests, and microaggressions related to their identity as nonnative Spanish FL teachers.
All three participants mentioned experiences of negative perceptions related to their
identity as nonnative Spanish FL teachers. This tenet of self-efficacy theory, however, is usually
not as strong as efficacious experiences of vicarious experience or, even better, performance
accomplishments. Bandura discussed the research related to verbal persuasion. “Efficacy
expectations induced in this manner are likely to be weak and shortlived” (Bandura, 1977a, p.
82). All three participants discussed times when verbal comments or encounters related to their
“non-nativeness” was an issue in relation to their ability to teach either native courses or
advanced courses or their knowledge of the language.
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Teachers need to feel supported in their positions. Administrators and colleagues alike of
nonnative Spanish FL teachers need to support the teachers and articulate that they are capable
and competent to fill the position. The teachers should be offered resources and support in order
to grow as teachers and language leaders. As Cook (1997) posited, the labels of nonnative and
native could be replaced with language competencies and a more multicultural acceptance view
of language skills and language competency. The polarizing labels of native and nonnative create
perceptions that influence the experiences and self-perceptions of nonnative language teachers.
There is nothing wrong with identifying a native speaker as a native speaker. However, it may be
more supportive for nonnative teachers to likewise gain a distinction other than simply
“nonnative” to recognize their language competency such as multilingual or bilingual in place of
the common nonnative label that is often used to show distinction. Support from administration
can serve to counter feelings of inadequacy.
It would also be beneficial for language teachers to participate in professional growth that
targets language learning so that nonnative Spanish FL teachers would feel more confident in
their language proficiency. Fraga-Cañadas (2010) concluded that professional growth in
language proficiency would be beneficial. The study found that of over 100 teachers surveyed,
the vast majority being nonnative language teachers, only 56% noted that their language
proficiency had improved as they have taught the language. In addition, Fraga-Cañadas (2010)
also suggested having teachers rotate teaching the upper-level courses may also provide all
teachers with the challenge and opportunity to build efficacious experiences in teaching the
higher-level language courses. The introduction of more mastery learning opportunities may help
beginning nonnative Spanish FL teachers feel that they can succeed in teaching these advanced
level language courses. Teachers, early on, should be provided with many opportunities to use
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their language skills in settings in order to increase their confidence in their language
competence as well as specific techniques and skills to teach a foreign language (Bateman,
2008). The increased confidence in language proficiency would provide mastery learning
opportunities to build self-efficacy in speaking the foreign language.
The third theme related to negative experiences of self-efficacy was being called on to
translate. Even though translating does give them the opportunity to use the language in a
practical way, it is still a duty that the participants feel is not a duty of their position as a Spanish
teacher. All three participants agreed that they felt pressured to translate when called upon.
Spanish teachers both native speakers and nonnative speakers, may be called on to translate
when there is a situation with a Spanish speaking family. All participants said that their
respective counties have translators available for the schools, and yet there are times when the
translator is not available.
These teachers found that the additional stressor of adding another duty to their position
can negatively affect their perception of their self-efficacy. Translating into another language and
teaching students a foreign language are two very different duties. Yet, there are no professional
guidelines related to who can or cannot translate in a school (Colomer & Harklau, 2009). For
some teachers, especially beginning teachers who are learning to navigate the profession, it
seems logical that the additional stress of possibly being called on to translate at any time during
the school day can be stressful for teachers. This is something that administrators should be
mindful of and consider when putting teachers in the vulnerable position of having to deal with
declining to help or feeling obligated to help with translating. Beginning teachers are already in a
vulnerable position. When called upon by an administrator to translate, there is a feeling of
obligation to take on the task, even though they may not feel comfortable doing so (Colomer &
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Hakau, 2009). It would be beneficial for schools to seek to hire administrators and other school
personnel who are bilingual so that teachers do not have to fulfill the additional roles of serving
as translators. As the population of Spanish teachers continues to grow, especially in the state of
Georgia, the need will continue to grow to provide translation services for nonnative Englishspeaking families. Spanish teachers should not have to take on the additional duty of translating.
Listening to and Learning from Complicated Conversations
The complicated conversations (Grimmett, 2017; Pinar, 2012) of the participants revealed
how self-efficacy has developed. My research provided a deep understanding of the professional
self-efficacy development of three teachers in north Georgia. The interviews provided the
participants with the opportunity to describe their self-efficacy as they understood it. The “action
sensitive knowledge” (van Manen, 1997, p. 21) from this study revealed how the participants
identified experiences of self-efficacy development. It also discussed the development of their
self-efficacy. And, as Pinar (2015) reminds us, we can learn so much by listening to the rich
descriptions of teachers as they share their experiences. Reflecting on my own personal selfefficacy development, I share some of the same experiences as the participants. I, likewise, had
to deal with negative perceptions. I have also experienced how student stories of success and
student performance are a boost for my self-efficacy.
Curriculum studies is also a way of putting education in a larger social context. Pinar
referred to the process as currere (2015). Teachers are more than their curriculum vitae.
Teachers are a symbol of the educational system for our communities. It is valuable to listen to
teachers share their experiences in their own words. The participants shared their experiences of
self-efficacy development as they experienced it. This learning from experience can further
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promote future research related to language teacher experiences. Teaching is a public profession
that is a topic of much discussion locally and nationally.
Conventional lines between when one is teaching and when one is conducting research
are erased; teaching is research and research is teaching. Additionally, reconceptualizing
teaching in this way, as a scholarly activity, heightens awareness that teaching is public
and open to peer review and evaluation. (Liston & Rahimi, 2017, p. xiii)
Teaching is a very public profession. As stewards of the educational process of students, it is
relevant to consider the experiences of teachers. Education is a hot topic in the current political
landscape of our country. In a profession that is public and on display, the sharing of teacher
experiences as a way of learning and conducting research is relevant for today’s times. This
study can offer insight into the complexities of teaching and provide administrators and
communities with knowledge related to what we can do to support the study of languages
through supporting our teachers.
Hendry (2017) discussed how Curriculum Studies is not a search for a specific answer,
but instead a search for a better understanding of an issue. It is a liminal space of serving as the
“expert” of language learning as a nonnative teacher of a foreign language as well as the
“imposter” language speaker by others who look at heritage speakers as “real” FL teachers. This
facet of language learning can provide new ways of understanding language learning and
language learners.
Learning from Your Experience: We Hear You
I aimed to explore the development of self-efficacy of nonnative Spanish FL teachers in
north Georgia. The participants revealed how purposeful practice, empowerment and
professional learning opportunities, lifelong learning, hearing success stories, being honest with
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oneself, and collaboration all help to develop their self-efficacy. Administrators and department
leaders should look for ways to develop these aspects in order to provide support for their FL
teachers. Additionally, FL teachers do not feel that it is ethical or fair to ask them to translate,
pulling them away from their teaching position (Colomer & Hakau, 2009). However, as
beginning teachers, one does not want to be viewed as difficult or incompetent, so they often step
into these roles. In relation to SNS courses, findings suggest that more work could be done
related to defining how native speaker courses should be approached both from a pedagogical as
well as practical. Also, schools need to address the issue of providing translators as needed so
that teachers do not have to fill this additional role.
The study also found that practice, sharing resources, empowering opportunities, hearing
success stories, embracing lifelong learning, and being honest with oneself are all important for
the positive self-efficacy development of the participants. Future foreign language teachers may
need guidance related to teaching a native speaker course. This is not a means of criticizing the
current system, but rather observational speculation that could possibly create more positive
experiences related to self-efficacy for future foreign language teachers. Additionally, as the
number of heritage Spanish speakers continues to increase, it is important that schools have
translators available so that Spanish teachers are not asked to fill this additional duty. Finally, it
is clear that when collaboration and sharing of resources occur, everyone can benefit. Foreign
language teachers should work together with one another, collaborate, and share resources more.
This is extremely valuable, especially for new nonnative Spanish FL teachers, who may be
struggling to build their language skills. They need a lot of support as they learn the curricula and
classroom materials. With all of the layers of planning, including organization, classroom
management, lesson organization, and school logistics, it is important that nonnative FL teachers,
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especially new teachers, get as much support and resources as possible so that they can
concentrate on the multifaceted position of teaching a language that is not one’s native language.
Challenges, Limitations, Delimitations, and Assumptions
There were some challenges that I encountered during this project. The primary challenge
was the ability to find willing and qualified participants. In the districts where I pooled
participants in north Georgia, there are fewer and fewer nonnative Spanish FL teachers. This did
have an impact on the participant selection process for my study.
A limitation for this project is that I am a beginning researcher. I have never done a
project like this before. I have triangulation checks of participants reviewing their transcriptions
and the thematic findings. I also made an effort to use as much as possible the raw data in my
findings and discussions (Cresswell, 2013).
A delimitation of this study is that I only selected participants from north Georgia school
districts. The geographical parameter is a limitation. Additionally, I purposefully selected the
participants from the teachers who were first expressed an interest to participate in the project.
Another delimitation is, though there is no one set number of participants to include in a
phenomenology study, I do have to set boundaries and numbers of how many participants I will
interview. Given the research questions, I felt that the number of participants provided adequate
data saturation. Three participants met some of the suggested numbers by experts in the field in
relation to the number of participants needed to complete a phenomenological research project.
Another delimitation is the selection of only interviewing nonnative Spanish FL teachers
and not including other languages. Also, I chose to focus on only nonnative Spanish FL teachers
due to the findings in the literature review related to the possibility that having native speaking
Spanish students in a Spanish FL beginning level classroom may affect the classroom
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management, instruction, and curriculum. Spanish is the most widely chosen language in high
schools to teach as a FL. It is much more likely to find teachers who have worked with or do
work with native speaking Spanish FL teachers. From my personal experience, over 20 years my
school has had one French FL teacher and one Chinese FL teacher. Of the two only one teacher
was a nonnative FL teacher. The experience may be different from those who have had the
comparative element of teaching in a school where native speaking Spanish teachers also work.
Therefore, I chose to specifically focus on interviewing nonnative Spanish FL teachers.
An assumption of this dissertation was that the participants would indeed provide truthful
and accurate data. I supported this assumption through the maintaining of confidentiality of the
participants as well as security in data collection. I used the feedback from my pilot study to
guide possible follow-up questions. In using a qualitative method, I recognize that people have
different perspectives of different experiences. This does not mean that one perspective is more
valuable or more correct than another. When relying on multiple perspectives, it was important
to use as much direct evidence as possible in my analysis and reporting.
Another assumption is my philosophical assumptions regarding social cognitive theory.
This study is qualitative in nature, seeking to understand the individual experiences of the
participants. I applied a social-cognitive view. How we perceive things, due to our experiences,
contexts, and histories, influences how we interpret our present. The use of open-ended
questions, as well as conscientious effort to not choose leading questions added to the validity. I,
however, assumed that each participant has different viewpoints shaped by their own
experiences. The interview process allowed for individualized responses.
The social-cognitive view also relates to my position in this study as a researcher. I
understand that I have had my own personal experiences as a nonnative Spanish FL teacher that
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shape my thoughts and beliefs. Though this can be a positive aspect in that I can relate to some
of the possible experiences of the participants, I was also mindful to try to not let my own
personal experiences affect my data analysis.
Implications
It is clear that nonnative Spanish FL teachers benefit from professional learning
opportunities and opportunities to collaborate and network with other FL teachers. Schools and
school districts need to work to provide support and resources so that FL teachers can work with
other FL teachers in order to share resources and ideas. It is also important that teacher training
programs develop a growth mindset with future FL teachers. These future teachers need to know
that language learning will be a lifelong continual process. New FL teachers must embrace a
growth mindset in relation to language learning and development. They need to be instructed on
how to create classrooms that embrace growth where not only the students, but the teacher may
not know every word; and that is acceptable. Nonnative FL teachers also need to understand that
they will need to work on their language development through purposeful practice.
I suggest that schools and school districts look for ways to address the need for
translators. Teachers have many duties and responsibilities. Beginning teachers, especially, do
not need to be asked to fulfill the duty of school translator. Particularly in smaller schools like
many north Georgia schools, there may not be a translator position at the school. However, I
suggest that schools have another designated person available who can serve as translator. I do
not recommend that teachers be taken out of classes or be asked to give up their planning in
order to translate.
There are also some things to consider in relation to teacher training and teacher respect. I
suggest that teacher training programs work to address the need of preparing Spanish FL teachers
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in instructional strategies for teaching SNS courses. Teaching a SNS course is different than
teaching a FL course. The resources, the student learner, and the overall structure and design of
the course are different. Native speaker students deserve quality instruction from teachers who
are knowledgeable and trained to teach the content of the course.
Furthermore, is important that nonnative Spanish FL teachers do not feel like they are
always having to prove their language proficiency (Willard, 2011). Nonnative FL teachers need
to be supported and accepted as language speakers. They should not feel like there is always a
comparison or bar of “native speaker” that they must reach in order to be respected as a FL
teacher. These teachers have demonstrated their appreciation of cultural diversity through
choosing to learn and teach a language and culture that is not their native language. They need to
be respected for their willingness to embrace a multicultural mindset. They serve as models of
cultural acceptance and the possibilities of learning another language.
Additionally, this study adds to the field of Curriculum Studies. Lived experiences can
educate and inform (Grumet, 2015; van Manen, 1997). Professional self-efficacy is important in
the lives of teachers. The descriptions of experiences from the participants helps us better
understand, view, and support nonnative FL teachers. No one can better describe these
experiences than the participants themselves. This study engaged in the complicated
conversation (Hendry, 2017) of understanding the issue of nonnative teacher self-efficacy
development in order to support nonnative teachers to stay in the profession and thrive.
Recommendations for Future Research
There is still more that could be studied in relation to Spanish FL teacher self-efficacy. In
the future, it would be beneficial to replicate this study and possibly look at teachers who have
taught for specifically three years. It would be beneficial to try to target the development of self-
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efficacy of these teachers and gain a better understanding of their early self-efficacy experiences
and perceptions of development. This is a crucial time for teachers, therefore exploring their selfefficacy development would provide knowledge on how we can better support teachers in order
to keep them in the profession. This study was able to listen to veteran nonnative Spanish FL
teachers. However, it would also be interesting to explore the self-efficacy of beginning
nonnative Spanish FL teachers to better understand how they view successes and deal with
barriers early in their profession before they have opportunities to develop years of mastery
experiences.
Conclusion
Given the high rate of teacher attrition (Owens, 2015) and the importance of self-efficacy
in the lives of FL teachers (Owens, 2015; Smith-Justice), I aimed to explore the influential
experiences of self-efficacy of nonnative Spanish FL teachers in north Georgia through the
collection of personal interviews. Self-efficacy development is an important component of the
profession of teaching. It affects not only our confidence in our abilities to carry out future tasks,
but also our resilience and steadfastness we have in light of the uncertain future.
Initially, people relied on their past performance in judging their efficacy and setting their
aspirations. But as they began to form a self-schema concerning their efficacy through
further experience, their performance attainments were powered more strongly and
intricately by their belief in their personal efficacy. Perceived self-efficacy influences
performance both directly and through its strong effects on goal setting and analytic
thinking. Personal goals, in turn, enhance performance attainments through analytic
strategies. (Bandura, 1993, p. 128)
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Self-efficacy influences how we respond to both successes and failures. It also influences our
willingness to try new things and implement new strategies. It is important to the teaching
profession that school personnel recognize and support new teachers as they are developing their
professional self-efficacy. Specifically, there is a need to attract and retain FL teachers. If we
want to retain teachers, we must listen to teachers and support teacher self-efficacy development.
This study has illuminated some ways schools can provide opportunities, training, and support.
This attention is especially vital for beginning teachers as they work to build their confidence in
the classroom and the school environment.
This study used the subjective telling of individual experiences of the three participants
for data. I am thankful that there are Curriculum Studies theorists like Grimmett (2017) who
have illuminated the path of currere so that the subjective experiences of teachers can be valued
and embraced as knowledge.
I want to argue that water, as the source of life, is analogous to a complicated worldview
as it relates to the human soul. Like water in a stream with a logjam, in situations in
which problems seem intractable and insurmountable, a complicated worldview is a
source of life that finds a way to move forward. Water cannot flow when there is a
logjam. Our dealings with “the Other” become ethically trammeled when our worldview
is shallow and naive. (Grimmett, 2017, p. 71)
We are all better when we listen to, value, and understand one another. The aim of this study was
to explore the development of self-efficacy of nonnative Spanish FL teachers. Nonnative FL
teachers need to feel respected and supported. Like other teachers, these teachers have earned
their degrees and passed their professional certification assessments. As with any profession,
there is always more to be learned. Additionally, experience is a great teacher, and this is
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certainly true in the teaching profession. This study has provided future teachers, administrators,
language learners, and other nonnative FL teachers with an insight of what experiences both
positively and negatively affected the self-efficacy of three nonnative Spanish FL teachers in
north Georgia. Instead of creating a workplace of anxiety, fear, and judgment, FL teachers can be
provided with the support and resources they need in order to grow their self-efficacy. Given the
national shortage of FL teachers (Swanson, 2008), these findings can help inspire and provide
support for prospective and new teachers so that they can weather the beginning years and, too,
make it to the veteran years of teaching when confidence and mastery experiences can influence
self-efficacy in the face of both successful and negative experiences (Bandura, 1977a, 1977b).
I will close with what one of the participants, Lydia, said at the close of the interview
when I asked her if there were any other questions or comments. “I am so proud that you are
doing this study and it is a beautiful thing.” (Interview with Lydia, April 24, 2022). Learning a
foreign language provides opportunities to communicate with others, respect other cultures, and
become more globally minded in a contested world. It is inspiring that nonnative Spanish FL
teachers have chosen to learn, embrace, and share their love of a foreign language through
studying to teach it to others. It is important that administrators support foreign language
teachers, specifically nonnative Spanish FL teachers, so that students can have the opportunity to
have these role models of second language learners. The students are able to experience learning
from someone who, like them, is not a native speaker. The “expert” teacher learned the language
the same way that nonnative students are learning the language. This can be inspiring to
language learners. It is my hope that this study will inspire future nonnative Spanish FL teachers
to enter the profession and serve as models of multicultural diversity and inclusion.
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Appendix B
Recruitment Email
To whom it may concern:
My name is Tiffany Howell and I am a Spanish teacher at North Hall High School. I am
currently working on my dissertation and am looking for participants to take part in an interview
for my study related to their development of self-efficacy as Spanish language nonnative foreign
language teachers.
After completing a brief demographic questionnaire, participation in this study will include an
initial interview using Zoom among three chosen participants from the pool of interested
participants. The interview will last approximately one hour. The interview will be transcribed
and coded. All participants will remain anonymous and pseudonyms will be provided for
identification purposes in the reporting of the findings. Participants will be sent a follow-up
email that contains the findings. If a follow-up interview is needed, it will also take place using
Zoom. It should not take more than thirty minutes. The minimum number of participants for this
study is three and the maximum number of participants is seven.
If you are a nonnative speaking foreign language Spanish teacher and would be interested in
participating in the study, please email me to let me know. If you are chosen to participate, I will
send you a follow-up email containing the link for the Zoom meeting and information about the
interview. If you are not chosen to participate, I will also send you a follow-up email informing
you. Data collection will run between March 20 and April 10, 2022.
If you have any questions about this study, please contact me or my faculty advisor, Dr. Liston.
Principal Researcher: Tiffany Howell Email: th06157@georgiasouthern.edu
Research Advisor: Delores Liston, Ph. D, LCSW Phone: 912-478-1551
Email: listond@georgiasouthern.edu
I appreciate your time and consideration.
Thank you,
Tiffany Howell
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Appendix C
Letter of Informed Consent

COLLEGE OF EDUCATION

DEPARTMENT OF CURRICULUM, FOUNDATIONS, AND READING

Electronic Form Informed Consent
for
Dissertation Proposal: Vistas y Experiencias: Exploring the Development of Professional
Self-efficacy of Nonnative Spanish FL Teachers
1. My name is Tiffany Howell. I am a student in the Ed. D. program at Georgia Southern
University. I am conducting this research project as part of my dissertation.
2. The purpose of this research is to explore the development of professional self-efficacy of
nonnative Spanish FL teachers in north Georgia.
3. Procedures to be followed: Participation in this research will include a demographic
questionnaire. If selected, the research involves completion of an interview with each of
the participants as well as possibly a follow-up interview if needed.
4. Discomforts and Risks:
a. I understand that minor issues such as embarrassment or issues associated with
discussing experiences in the past may make the participants feel uncomfortable.
b. I am careful to ensure that the information you voluntarily provide to us is as
secure as possible; however, you must be aware that transmissions over the
Internet cannot be guaranteed to be completely secure. Your confidentiality will
be maintained to the degree permitted by the technology being used. You will be
subject to the privacy policy of Zoom.
c. Procedures will reflect current Georgia Southern policies to reduce the risk of the
spread of communicable diseases (including COVID-19). For this reason, the
interviews will be conducted using Zoom technology.
5. Benefits:
a. The benefits to you as a participant include being able to share your personal
experiences and share with others in hopes of inspiring and informing others.
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b. The benefits to society include gaining knowledge of the experiences of others so
that all can better understand what it is like teaching a language that is not one’s
native language.
6. Duration/Time required from the participant: The initial interview will last approximately
an hour. A follow up interview may be necessary. It should not take more than thirty
minutes.
7. Statement of Confidentiality: All data collected from this study will be stored securely in
a locked cabinet at the home of the researcher for five years. After five years, all of the
data, including all documents and recordings, will be destroyed. Additionally, all
participants will remain anonymous and will be given pseudonyms for the research
document.
8. Future use of data: None of the data will be used for any other purpose than for this
research project.
9. Right to Ask Questions: Participants have the right to ask questions and have those
questions answered. If you have questions about this study, please contact the researcher
named above or the researcher’s faculty advisor, whose contact information is located at
the end of the informed consent. For questions concerning your rights as a research
participant, contact Georgia Southern University Institutional Review Board at 912-4785465 or irb@georgiasouthern.edu.
10. Voluntary Participation: You as the participant are in no manner required to participate in
this project. You may end your participation at any time by telling the person in charge.
You do not have to answer any questions that you do not want to answer.
11. Penalty: There will be no penalty for deciding not to participate in the study.
12. All information will be treated confidentially. There is one exception to confidentiality
that we need to make you aware of. In certain research studies, it is our ethical
responsibility to report situations of child or elder abuse, child or elder neglect, or any
life-threatening situation to appropriate authorities. However, we are not seeking this type
of information in our study nor will you be asked questions about these issues.
13. You must be 18 years of age or older to consent to participate in this research study.
You will be sent an electronic copy of this consent form to keep for your records. This project
has been reviewed and approved by the GS Institutional Review Board under tracking number
H22339.
Title of Project:
Vistas y Experiencias: Exploring the Development of Professional Selfefficacy of Nonnative Spanish FL Teachers
Principal Investigator: Tiffany Howell, 770-561-9202, th06157@geogiasouthern.edu
Research Advisor: Dr. Delores Liston, 912-478-1551, listond@georgiasouthern.edu
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This consent is being provided electronically. Please select an option below to indicate
whether or not you agree to participate in this research. Please return to me in my email
th06157@georgiasouthern.edu:
𐲡 Yes, I read the terms above and consent to participate in this research.
𐲡 No, I do not consent to participate in this research.
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Appendix D
Demographic Questionnaire
If you are interested in talking with me about your experiences as a nonnative Spanish Foreign
Language teacher, please fill out the following questionnaire and send it to me at
tiffanyhowell7427@yahoo.com.
Teaching experience (Please circle):
1-5 years
6-10 years
11-15 years
16-20 years
20 years +
Teaching experience as a nonnative Spanish Foreign Language teacher
1-5 years
6-10 years
11-15 years
16-20 years
21 years +
What degrees do you hold and in what field?
______________________________________________________________________________
______________________________________________________________________________

Thank you so much for taking the time to complete this and send it to me.
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Appendix E
Interview Protocol
Script prior to interview:
Thank you again for your willingness to participate in the interview. As I have already expressed
to you, this study seeks to listen to the stories of experienced nonnative FL Spanish teachers in
order to understand what has influenced their professional self-efficacy in their role as a
nonnative Spanish FL teacher.
I shared with you an electronic copy of the consent form for this study. Do I still have your
permission to both conduct the interview and record the conversation? (yes or no)
If yes: Thank you! Please let me know if you ever want me to keep something off the record that
you may have said. Please do note that I will take some notes as we talk in the event that the
recorder somehow malfunctions and I must rely on my notes for data collection.
If no(to proceed with interview): Thank you for letting me know. We will not conduct the
interview.
If no to recording: Thank you for letting me know. I will only take notes of our conversation.
Before we begin the interview: Do you have any questions for me? (answer as needed)
If you do have questions during the interview, feel free to ask them at any time. I am more than
happy to answer your questions.
I want to first make sure you fully understand the definition of self-efficacy. Self-efficacy is one’s
belief in their ability to successfully carry out a task.
1. Describe for me your path that led you to becoming a FL teacher.
2. Tell me about some experiences, cultural or otherwise, that influenced your decision to
teach Spanish.
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3. What ways, if any, did being a nonnative speaker of Spanish influence your student
teaching experience.
4. Describe a time or experience when you felt successful as a nonnative Spanish FL
teacher. What about the experience influenced how you felt about it? How did this
influence your confidence in your teaching role?
5. Describe a time or experience when you felt unsuccessful as a nonnative Spanish FL
teacher. What about the experience influenced how you felt about it? How did this
influence your confidence in your teaching role?
6. Describe any professional experiences that have helped you to improve your practice as a
nonnative Spanish FL teacher.
7. Describe what you do as a nonnative Spanish FL teacher that increases your confidence
in the classroom.
Follow-up: Describe a time in your classroom that you really felt confident about your
teaching performance.
8. Describe some experiences that are the downsides (or negatives) to being a nonnative
Spanish FL teacher?
Follow-up: How do these influence your confidence in your role as a nonnative Spanish
FL teacher?
Describe an experience in your classroom where your confidence was diminished.
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9. Describe some experiences outside of the classroom, perhaps socially or in the
community, that have influenced you professionally as a nonnative Spanish FL teacher.
Follow-up: How did you react in this situation?
Follow-up: How has your status as a nonnative speaker played a role in your professional
self-efficacy development?
10. Describe any experiences that helped to strengthen your confidence in helping students
achieve academically in your Spanish class.
Follow-up: How do you know if you have been effective in your role as a nonnative
Spanish FL teacher.
11. Describe some experiences where your status as a nonnative speaker has influenced how
students view you as a language teacher and speaker.
12. Describe some experiences where your status as a nonnative speaker has influenced how
other teachers view you as a language teacher and speaker.
13. Thank you so much for your time. Before we conclude this interview, is there anything
else you would like to share that you feel has influenced your belief in your ability to
teach Spanish as a nonnative speaker?
Thank you so much for your responses.
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Appendix F
Interview Protocol Matrix

Interview Question

Link to Literature Review Sources

Interview Q 1

(Aydin, 2016) (Swanson, 2012) (CarverThomas and Darling-Hammond, 2019)

Interview Q2

(He, Phillion, 2001) (Burke, 2006) (CarverThomas and Darling-Hammond, 2019)

Interview Q 3

(Bateman 2008) (Carver-Thomas and
Darling-Hammond 2019) (Aydin, 2016)

Interview Q 4

(Cooke & Faez, 2018) (Aydin, 2016)

Interview Q 5

(Bandura, 1997a, 1977b, 1997) (Iroegbu,
2015)

Interview Q 6

(Ellis, 2018) (Swanson 2014) (Cooke and
Faez, 2008) (Burke, 2012) (Goker, 2006)

Interview Q 7

(Swanson, 2014) (Cooke & Faez, 2008)
(Swanson, 2012)

Interview Q 8

(Denham & Michael, 1981) (Swanson, 2008)
(van Manen, 1997) (Ellis, 2018) (Varghese et
al., 2005)

Interview Q 9

(Wyatt, 2018) (Burke, 2006) (Samuel, 2016)
(Smith-Justice, 2017) (Veléz-Rendón, 2010)
(Lipovsky & Mahboob, 2010)

Interview Q 10

(Enderlin-Lampe, 2002) (Thompson &
Fioramonte, 2013) (Aydin, 2016) (FragaCañadas, 2010)

Interview Q 11

(Gibson & Dembo, 1984) (Hajloo, 2014)
(Varghese et al., 2005) (Merryfield, 2008)

Interview Q 12

(Wu et al., 2019) (Aydin, 2016) (Ellis, 2018)
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Appendix G
Data Collection and Storage Matrix

Dissertation
Paper Document

External Cloud
Storage: Google
Drive shared
with evaluator
and committee

External Cloud
Storage: Google
Drive not shared
with anyone

Internal Storage:
Personal Flash
Drive stored in
locked box at my
home

Hard copy of
forms
in locked box of
my home

X

X

X

X

Zoom Interview
Recordings

X

Typed Interview
Scripts (with
pseudonyms)
IRB approval of
research form
Email addresses
of participants
List of
participants and
pseudonyms
Personal notes
taken during
process
including
participant
selection process

X

X

X

X

X

X

X
X

X

